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ABSTRACT 
ASSESSMENT OF BELIEFS ABOUT CONDITIONS 
AFFECTING ADULT LEARNING IN 
BACCALAUREATE PROGRAMS 
February 1988 
Helen Auton Presz, B.S.N., Florida State University 
M.N., Emory University 
Ed.D., University of Massachusetts 
Directed by: Dr. Thomas E. Hutchinson 
With the increasing enrollment of adult learners in higher 
education, there is a need to study educational issues related to the 
characteristics of this new clientele. The specific purposes of this 
study were: 1) to describe the beliefs of nurse faculty, registered 
nurse (RN) students and other adult learners in baccalaureate nursing 
programs regarding the importance of selected conditions for learning; 
2) to determine areas of differences among the beliefs of these groups; 
and, 3) to describe the relationships between the expressed beliefs and 
selected demographic characteristics of each group. 
The Andragogical Assessment Inventory based on Malcolm Knowles' 
theory of adult learning was the instrument used to elicit perceptions 
about learning conditions in baccalaureate nursing programs. Data for 
the study were obtained through administration of a questionnaire to all 
nurse faculty (N=79) and all adult learners (RN students, N=100; other 
vi 
adult learners, N=52) in six randomly selected baccalaureate nursing 
programs that met the criteria for the study and agreed to participate. 
A total of 51% (N=231) of the questionnaries were returned and usable in 
the data analysis. 
The majority of all respondents indicated that important adult 
learning conditions should include: consideration of adult learner 
needs; required education in adult learning for nurse faculty; challenge 
examinations for general education courses; lecture/discussion as a 
teaching method; experience of adult learners as a resource; financial 
aid; participatory course evaluation; faculty experience in teaching 
adults; regular meetings of nurse faculty and adult learners; and, 
challenge examinations for nursing courses. The greatest differences in 
perceptions of importance of items occurred between nurse faculty and RN 
students related to participation in course planning and budget 
planning, faculty experience in teaching adults, separate classes for 
adults and younger students and consideration of the adult learner's 
needs. 
The findings of this study present a challenge to nurse faculty to 
consider the unique characteristics of adult learners in making 
improvements in baccalaureate nursing programs. 
• • 
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CHAPTER I 
INTRODUCTION 
Statement of the Problem 
Historically, necessary changes for improvement in education have 
been made in response to societal pressures and demands. Some of the 
major influences on higher education today include advanced 
technological changes, expansion of knowledge, an increasing desire for 
relevant, quality education and a rising number of adults seeking higher 
education. Other social changes, such as the changing roles of women, 
decreasing financial support for education when costs are escalating and 
the leveling off of traditional student enrollment have important 
implications for future educational improvements (Bailey, 1982; Cross, 
1981; Knowles, 1960; Lambert, 1983 and Vermilye, 1974). The continuous 
increase in the number of adult learners has precipitated particular 
attention to change and innovations in this specialized area of higher 
education. 
Cross (1981) emphasized the need for promoting the concept of 
lifelong learning in higher education to cope with the growing number of 
adult learners in an ever changing society. This approach would differ 
from the traditional one of devoting the first twelve to twenty years to 
full-time learning followed by full-time work, then retirement. 
Researchers propose that the practice of lifelong learning should change 
the way society thinks about education and the way schools and colleges 
1 
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prepare future generations in the education process (Cross, 1981; 
Knowles, 1984 and Vermilye, 1974). Cross also predicted that work, 
education and leisure will become concurrent, rather than alternating, 
at all points throughout one's lifespan (Cross, 1981). The convergence 
of interest in the need for lifelong learning and the increase in adult 
learners in higher education focuses even more sharpley on the need for 
educational change. 
Several researchers suggest that institutions of higher learning 
need to be more responsive to the growing population of adult learners 
and therefore propose that institutional goals be examined for 
appropriateness for this new category of students. One proposed outcome 
of such an examination would be an increased focus on individual learner 
goals and greater participation of the learner in the entire educational 
process (Bailey, 1982; Cross, 1981; Knowles, 1960, 1975; Lambert, 1983 
and Vermilye, 1974). In making this shift in emphasis, it becomes 
critical for educators to examine assumptions held about the 
characteristics of adult learners and design appropriate teaching/ 
learning methods. 
Cross (1981) and Knowles (1984) note that adult learners entering 
formal education programs are often frustrated with the traditional 
teaching/learning methods, and as a result, may attempt to meet their 
learning needs from sources outside formal educational settings. In 
light of this information, it would seem plausible to state that absence 
of involvement of the adult learner in the educational process would 
have an adverse effect on the effectiveness of adult learning. 
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Registered Nurses and other adult learners comprise a substantial 
proportion of those seeking admission or transfer into nursing programs 
the bachelor s level. One specific development in the nursing 
profession has had a great influence on the motivation of these 
applicants to continue their education to obtain a bachelor's degree in 
nursing. That is, The American Nurses Association and The National 
League for Nursing take the position that professional nurses should 
have a bachelor's degree in nursing. This position is responsive to the 
need to prepare professional nurses in leadership positions with greater 
responsibility and accountability in the health care system. This 
position was affirmed by the House of Delegates of The American Nurses 
Association at the meeting in Kansas City in the Summer of 1985. 
Nurse faculty need to become more responsive to the unique needs of 
the increasing numbers of registered nurses and other adult learners as 
they strive to achieve their bachelor's degree in nursing. Based on the 
characteristics of adult learners, there is need to make provisions for 
conditions related to the climate of the learning environment and 
learner-participation in educational planning, diagnosis of learning 
needs, formulation of goals and objectives, design and implementation of 
learning experiences and in the evaluation process. 
Researchers have studied the nature of adult learning and clearly 
identified assumptions and related conditions that are considered to be 
important dimensions of learning experiences and environments for adult 
learners. Less well understood are the beliefs related to these 
proposed assumptions and related conditions for adult learning held by 
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nurse faculty, registered nurses and other adult learners. This study 
is an exploratory step to better understand these beliefs which guide 
the planning of learning experiences and environments for adult 
learners. 
Purpose of the Study 
This study had three purposes. The first was to describe the 
beliefs of nurse faculty, registered nurse students and other adult 
learners in baccalaureate nursing programs regarding the importance of 
selected conditions for adult learning. The second purpose was to 
determine areas of differences among the beliefs of these groups and; 
the third, to describe the relationships between the expressed beliefs 
and selected demographic characteristics of each group. 
The following research questions guided this study: 
1. What are the expressed beliefs of nurse faculty, registered 
nurse students and other adult learners in baccalaureate 
nursing programs regarding the importance of selected 
conditions for adult learning? 
2. What are the areas of differences among the beliefs of nurse 
faculty, registered nurse students and other adult learners 
related to selected conditions for adult learning? 
3. What are the relationships between the expressed beliefs 
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regarding selected conditions Cor adult learning in 
baccalaureate nursing programs and selected demographic 
characteristics of: a) nurse faculty; b) registered nurse 
students; and/ c) other adult learners? 
Meaning of Terms 
The definition of key terms used in this study follow: 
Adult Learner in a Baccalaureate 
traditional student who is the age of 23 
Nursing Program: 
or over at the 
current enrollment .in a baccalaureate nursing program, 
students may be registered nurses, individuals pursuing a 
degree or students who meet the age criteria with, or 
previous college credit. 
A non¬ 
time of 
These 
second 
without 
?• Mult_Learning: Characterized by teaching/learning 
experiences and environments that emphasize facilitation of 
individual learner-goals and the attainment of self-directed 
(lifelong) learning skills. 
3* Conditions for Adult Learning: Conditions of adult 
learning related to the following dimensions that constitute the 
Andragogical Process Model: learning climate; educational 
planning; diagnosis of student learning needs; formulation of goals 
and objectives; design of learning experiences; implementation of 
learning activities with use of resources, and evaluation of 
learning. 
4. Registered Nurse Student (EN Student): A registered nurse 
(RN) graduate of a diploma or associate degree nursing program who 
is currently enrolled in a baccalaureate nursing program. 
5. Traditional Learner: Individuals between the ages of 18- 
21 enrolled in institutions of higher edcuation on a full-time 
basis. 
6. Baccalaureate Nursing Program: A four year program of 
study offered in a university or college which leads to a 
baccalaureate degree in nursing and eligibility for licensure to 
practice as a professional nurse. 
7. Nurse Faculty: A faculty member of a university or 
college employed on a full-time basis with teaching responsibil¬ 
ities in a baccalaureate nursing program. 
6 
selected ^Slfions^or^duKleSning? re9ardin9 ““ °£ 
9. Andragoqy; Defined by Knowles (1980) as "from the Greek 
»ord anet (meaning adult) - thus being defined as 2e art 2d 
learn”e(p390KPln<3 adUltS (°r eVen better' maturing human beings) 
Significance of the Study 
This study is important at this time because of the need to plan 
for the increasing numbers of registered nurses and other adult learners 
enrolling in baccalaureate nursing programs which were designed 
finally for traditional learners, 18—21 years of age, with no 
previous nursing education. An assessment of the beliefs of nurse 
faculty and adult learners in baccaluareate nursing programs regarding 
important conditions for learning will facilitate educational planning 
for the unique needs of the adult learner. 
Additionally, this study will provide information about the areas 
of differences in the beliefs of nurse faculty, registered nurse 
students and other adult learners regarding selected dimensions of adult 
learning. This information can be useful in discussing and reconciling 
different beliefs related to effective teaching/learning approaches for 
adult learners in baccalaureate nursing programs. Consequently, the 
information will serve as a basis for viewing the status of existing 
beliefs and also, for clarifying the directions in which improvements 
should be made. 
In addition, the data provided by this study may reflect upon the 
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findings of other studies related to RNs as adult learners. For 
example, since this study utilizes the survey instrument developed for 
use in a study of RN adult learners (Bailey, 1982), a comparison can be 
made of selected findings of both studies related to how nurse faculty 
and RN students in baccalaureate nursing programs respond to the 
instrument. This comparison may lend support for, and/or raise 
questions about the findings of Bailey's study in which the data 
suggested that educational practices for registered nurses in 
baccalaureate nursing programs should include several important 
components. Among these are, "challenge examinations for awarding 
academic credit and/or advanced placement, flexible admission 
requirements, learner participation in diagnosis of his/her learning 
needs, and curricular and learner evaluation, utilization of student's 
prior experiences as a learning resource, and evening and weekend 
classes" (p.2). Bailey reported discrepancies about perceptions of what 
educational practices should be when administrators and nurse faculty 
disagreed with RN students in relation to learner-involvement in program 
planning and instructional methods for adult learners. In this study 
any such differences will be described as they occur between and among 
the survey respondents (nurse faculty, RN students and other adult 
learners). As indicated, this study sample differs from Bailey's in 
that college administrators are excluded and non-registered nurse adult 
learners are included; both study samples are comprised of subjects 
involved in baccalaureate nursing education programs. 
The use of the Andragogical Assessment Inventory survey instrument 
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developed by Pearl Skeete Bailey (1982) will make an important 
contribution in further establishing its reliability. In addition, 
recommendations will be made for refinement of the instrument for 
greater ease in collecting and analyzing data. 
Although many studies are reported on adult learners in general, 
and specifically, RN students, no research was found related to the non- 
registered nurse adult learner in baccalaureate nursing programs. Data 
generated by this study should add to the evolving body of knowledge 
about the needs of adult learners who are not RNs. 
This study has potential practical utility with regard to any 
differences found among the expressed beliefs of the three sample 
groups. For example, if one group's responses indicate an opinion of 
high importance for a specific questionnaire item and another group's 
responses for the same item indicate an opinion of low importance, then 
discussions could be initiated to explore possible reasons for these 
differences in order to make institutional, curricular or instructional 
changes for improvement. 
As well as exposing critical opinions held by nurse faculty and 
adult learners regarding desirable learning conditions for adults, data 
will be provided for possible future secondary analysis. 
Delimitations of the Study 
Since this study concentrates on the expressed beliefs of nurse 
faculty, RN students and other adult learners in baccalaureate nursing 
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programs regarding the importance of selected conditions for adult 
learning, the actual practice of these conditions for learning will not 
be examined. Since the study is delimited to those programs that meet 
specific criteria and agree to participate, findings can only be 
generalized to this group. Two other limitations include the degree of 
honesty exhibited by respondents to the questionnaire and the degree of 
validity and reliability of the survey instrument. 
In this introductory chapter, the statement of the problem has been 
presented, followed by identification of the purpose of the study. In 
addition, selected terms were defined and the significance and 
delimitations of the study were explained. The review of the literature 
is reported in Chapter II and details of the research approach are 
presented in Chapter III. The next chapter reports the analysis and 
interpretation of the research data and Chapter V provides the study's 
summary, conclusions and recommendations. 
CHAPTER II 
REVIEW OF SELECTED LITERATURE 
This selected review of the literature consists of three parts: 1) 
parameters of adult learning with exploration of the relationship of 
adult education to lifelong learning and lifelong education; 2) adult 
learner characteristics with examination of the definition of the adult 
learner, categories of adult learner characteristics, motiviation of 
adult learners, barriers to adult learning and RN students in 
baccalaureate nursing programs; and, 3) the andragogical teaching/ 
learning process which is based on certain assumptions about adults as 
learners. In the third part of the review of the literature, the 
Andragogical Process Model will be described in detail and will serve as 
the frame of reference in pursuing the stated research purposes. 
Introduction 
Researchers agree that in order to be responsive to the learning 
needs and learning styles of adults enrolled in higher education, 
particularly at the undergraduate level, educators must examine their 
role in teaching adults, examine the learner's characteristics and 
identify those societal trends which will influence how higher education 
will respond to adult learners (Bailey, 1982; Cross, 1981 and Knowles, 
1984). 
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Cross (1981), Knowles (1980) and 
significant societal trends which 
improvement in educational processes. 
Vermilye (1974) agree on many 
have profound implications for 
These trends include: 
esSSiallvtinhn?h^9iCal Chf9es ^ the knowledge explosion, 
updating ^out^l^a 
flexibilit^and'creativity ifcurrtcul^develSr' reqUiri"9 
Sus^Si^^^oSves? P°SitiVe' neCeSSit3tin9 * 
increasing number of women in the labor market, requiring focus on 
identification of barriers to learning; 9 
levelina^nff^nf °f a??lt learners in hi9her education and a 
eveling off of enrollment of younger traditional learners 
°f teachin9/learning approaches and 
accessibility of learning opportunities; 
* J;[!?rfased longevity with an increase from twenty-one years to 
thirty seven years in the labor market, requiring curricula to 
shift emphasis more toward issues and problems as opposed to 
subject knowledge; 
. competition and higher aspirations for challenging jobs that 
require further education, necessitating additional credentials; 
. acceptance of the Lifelong Learning Act of 1976 proposing equal 
opportunitY for education requiring greater educational 
accessibility; 
. increased leisure time viewed as time to be used for self¬ 
development as well as for enjoyment; 
. increased cost for education, which the adult working population 
can afford more easily than the younger traditional college 
population; 
. mandated continuing education (credit or non-credit) for certain 
professionals to maintain their licenses to practice and entry into 
practice laws requiring a specific level of education required 
before practice requiring appropriate teaching/learning methods for 
adults and expansion of delivery systems; and, 
. increasing numbers of higher education services being provided 
outside the academic institutions by private industries, business 
and community agencies, demonstrating the need for coordination and 
collaboration. 
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These trends have significant implications for improvement in 
higher education, as well as for education in the broadest sense. 
First, education at all levels should focus on preparing learners to 
cope with the fast paced changes continually occurring in society. The 
need for learning as a necessary lifelong process and, as a central 
issue in organizing education systems has been emphasized by many 
contemporary theorists in adult education (Cross, 1981; Ingram, 1979; 
Knowles, 1975 and Overly, 1980). The proposed outcome would be a 
learning society made up of self-directed learners and teachers who have 
shifted their role from that of transmitter of information to that of 
facilitator and resource person (Knowles, 1981). 
Second, if higher education is to be more responsive to the growing 
population of adult learners, instituional goals must be examined for 
appropriateness to the needs of the new adult clientele. A predicted 
outcome of such an analysis would be an increased focus on adult learner 
characteristics and the need for identification of individual goals and 
participation of the learner in the entire educational experience. 
(Cross, 1981; Knowles, 1960, 1975, 1981 and Vermilye, 1974). 
Third, diversity in the access to and delivery of education should 
be explored and expanded in more depth (Cross, 1981 and Knowles, 1980). 
Existing delivery systems identified by Knowles (1980, p.20) include 
"nontraditional study, external degrees, multimedia learning systems, 
community education learning centers, learning resource centers, 
educational brokering agencies and learning networks." Hyde (1981) 
proposed that with advancing technology, industry and homes would become 
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common places for formal learning in the 1980's. In short, to meet the 
needs of the adult learner to cope with advanced technology and the 
knowledge explosion, higher education must become more accessible to all 
learners through newer and expanded delivery systems (Cross, 1981 and 
Knowles, 1980). 
In summary, the literature reveals that there has been an 
unprecedented growth of the population of adult learners enrolling in 
higher education for a variety of reasons. Implications of this trend 
are challenging institutions of higher education to redefine their 
purpose, plan for the uniqueness of adult learners and expand access to, 
and delivery of education. 
Parameters of Adult Education 
The education of adults is viewed by major authors to be a 
multifaceted and complex process which encompasses many subject areas, 
services and a varied group of learners (Cross, 1981; Knowles, 1981 and 
Tough, 1979). Adult education has been used synonymously with such 
terms as lifelong education, lifelong learning, continuing education, 
adult basic education or remedial education, along with many other 
terms. As a result, there are many misconceptions about the meaning of 
adult education, as well as about the nature of adult learning. The 
base for research and development in the field has been vague, 
unscientific, and often suffering from the lack of a common language to 
communicate findings and generate theoretical constructs (Cross, 1981; 
Knowles, 1981; Lowe, 1982 and Overly, 1982). 
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Despite the appearance of lack of clarity in the literature, 
UNESCO, (1972) along with several authors agree that adult education is 
an emerging field and a specialized discipline within the profession 
characterized by a unique body of knowledge (Grabowski, 1981; Knowles, 
1980; Lowe, 1982, and Verduin, Jr., 1980). In addition, there is 
general agreement that adult education is "emerging from its marginal 
position in relation to formal education systems and moving towards a 
central role in society's provision for education" (Lowe, 1982). 
Although there is ambiguity in the field, efforts are being made to meet 
demands for a clear conception of the meaning of adult education in 
terms of the concept of lifelong learning and the concept of lifelong 
education. 
Meaning of Adult Education 
At The First International Conference on Adult Education in 1949, 
delegates had difficulty in arriving at a common definition despite the 
fact they were a relatively small and homogeneous group. Each country 
ascribed a restrictive meaning to adult education. For example, at one 
period in the United States, this concept largely signified education 
for Americanization, and later on, education for employment (Lowe, 
1982). At The Second International Conference in 1960, delegates 
studied adult education in a more global context and defined it as both 
liberal and vocational education including any organized activity to 
educate adults no matter what the level or purpose. At this time, 
lifelong education was set as a goal for future policies of governments 
as demonstrated in the conference's "Final Report : 
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Nothing less will suffice than that people everywhere should come 
to accept adult education as normal, and that governments should 
treat it as a necessary part of the educational provision of every 
country (Lowe, 1982, p.10). 
At The Third International Conference on Adult Education in 1972, 
lifelong education was not debated as a goal. Rather, controversy was 
focused on methods by which lifelong education might be instituted 
during the adult phase of life. With increasing cost of education, 
equal access and particular needs of individual learners and 
underprivileged, underserved groups received much attention. At this 
period of time in the evolving definition of adult education, it was 
obvious that many countries were adopting adult education as an 
organized, integral branch of the education system with the concept of 
lifelong learning and education as its guiding priciple (Cross, 1981 and 
Lowe, 1982). Char land, Jr. (1980) reported that there was a strong and 
sustained movement toward individualization in which the primary focus 
became the adult learner's personal goals as they participated in the 
various activities of lifelong learning. With these points in mind, a 
proposed meaning of adult education might be the process of educating 
adult learners in a variety of settings, utilizing the concepts of 
lifelong learning and education as guiding principles and focusing on 
the learner's individual goals. Implied in this meaning is active 
participation of the learner in the process to insure that individual 
goals are considered. The field of adult education is broadening in 
scope and the values inherent in lifelong learning and education are 
being emphasized as new and comprehensive definitions emerge. 
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The Concept of Lifelong Learning 
Cross (1981) views the concept of lifelong learning as a process 
which involves learning on the part of people of all ages with varying 
backgrounds who use multiple learning resources to learn whatever they 
desire or need to know throughout their lifetime. She proposes that 
those who are lifelong learners possess the basic skills for learning 
plus the motivation to pursue a variety of learning interests throughout 
their lives. She suggests that lifelong learning is commonly required 
and demonstrated by adults on their jobs or in their roles as citizens 
and family members. Frequently it is necessary for workers to define an 
existing problem, locate appropriate learning materials and demonstrate, 
not only subject matter comprehension, but the ability to apply 
knowledge in the appropriate setting. Tough (1971, 1979) further 
supports the position that adults have the ability to learn and actually 
participate successfully in sustained learning activities over their 
life times. In a research study in which he defined learning projects 
as "a major, highly deliberate effort to gain certain knowledge or skill 
(or to change in some other way)" (p.l), Tough found that 98% of the 
adults in his sample were active and serious learners. 
Another view of lifelong learning was presented in a report by the 
Phi Delta Kappa Commission on lifelong learning (Overly, et al, 1980). 
This group proposes that lifelong learning must be grounded in a 
rationale focusing on the basic human need of self-fulfillment and that 
in order to achieve self-fulfillment in this world of changes and 
uncertainties, adults must continue to learn and develop in a variety of 
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areas. In its simplest form, lifelong learning’s meaning is presented 
here as "learning that begins at birth and lasts until death" (p.3). It 
is also defined as a process of acquiring knowledge and skills without 
parameters of how and where the process takes place. The Phi Delta 
Kappa Commission report describes lifelong learning as: 
. . . any purposeful learning that an individual engages in 
throughout the life span. It is a process involving individual, 
and in some cases societal, choice with regard to content, mode and 
setting. It can take place through a variety of experiences, using 
a variety of resources, and it can be evaluated in a variety of 
ways and for a variety of reasons. Furthermore, it is an activity 
engaged in for a variety of purposes, with the overriding purpose 
being to gain greater individual self-fulfillment and to improve 
the quality of life for the individual and society (pp.5-6). 
This definition led the authors (Overly, et al, 1980) to describe 
successful lifelong learners as being goal-directed, self-directed, 
active rather than passive, motivated, perceptive and self-confident. 
Other definitions of lifelong learning which vary in detail 
terminology and scope have been cited by Cross (1981) from a variety of 
sources. A few are included here to provide additional insights about 
this concept. 
The term "Lifelong Education and Learning," for its part, 
denotes an overall scheme aimed both at restructuring the existing 
education system and at developing the entire educational potential 
outside the education system; in such a scheme men and women are 
the agents of their own education, through continual interaction 
between their thoughts and actions (UNESCO, 1976, p.2). 
"Lifelong Learning" (is used) in the Federal Government.to 
describe educational opportunities designed to meet the varied 
needs of Americans past compulsory school age, with specia 
emphasis on those not served by existing educational programs 
(Hartle and Kutner, 1979, p.277). 
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Lifelong learning means self-directed growth. It means 
understanding yourself and the world. It means acquiring new 
skills and powers—the only true wealth which you can never lose. 
It means investment in yourself. Lifelong learning means the joy 
of discovering how something really works, the delight of becoming 
aware of some new beauty in the world, the fun of creating 
something, alone or with other people (Cross, 1977, p.16). 
The term "Lifelong Learning" refers to the purposeful 
activities people undertake with the intention of increasing their 
knowledge, developing and updating their skills, and modifying 
their attitudes throughout their lifetimes. This may happen in 
formal settings, such as schools, or in less formal settings—for 
example, in the home or at work; the teacher may be a professional 
educator or some other knowledgeable person—a master craftsman, a 
business person, a peer; the "instructional materials" may be 
traditional texts and books or may include the newer technologies, 
such as television and computers; learning experiences may occur in 
a classroom or they may be field experiences, such as museum visits 
or internships (Advisory Panel on Research Needs in Lifelong 
Learning During Adulthood, 1978, p.17). 
Several implications for educational improvement can be gleaned 
from the definitions, despite their varied terminology and intent. 
First, there is a recurring theme advocating lifelong learning as the 
organizing principle for all education and especially for helping adults 
live productively in a world of accelerating change. Not only the 
educational instituitons, but also other agents serving lifelong 
learners are feeling the demand for improvement. 
Second, the definitions stress the paramount importance of helping 
people become self-directed learners, i.e. active agents or directors of 
their own education. Active participation of the learner in planning is 
seen as essential to achieve this goal (Knowles, 1984). 
Finally, there is a strongly implied need for implementation of the 
bill of rights for the lifelong learner proclaimed by the American 
19 
Society Community and Junior Colleges and consistent with the lifelong 
learning act of 1976. This bill of rights states, "... every 
American has the right to learn throughout life. Every adult American 
has the right to equal opportunity for access to relevant learning 
opportunities at each stage of life" (Cross, 1981, p.27). Adults 
currently constitute the most unequally educated portion of society for 
a variety of reasons related to inability to gain access to the desired 
educational opportunities (Cross, 1981; Knowles, 1980, 1981 and Lowe, 
1982). Thus, the need is emphasized for higher education to become more 
accessible to all learners. 
The meaning of adult education, as a field, has been described in 
the literature as a process of educating adults in a variety of 
settings, utilizing lifelong learning and education concepts as quiding 
principles and focusing on learner-goals and participation. 
The Concept of Lifelong Education 
Current literature reveals the misconception that lifelong learning 
and lifelong education are synonymous in meaning. In an effort to 
arrive at a precise differentiation of the two, authors have clarified 
learning versus education (Knowles, 1981; Lowe, 1982, and Overly, 1979). 
Overly (1979) views both learning and education as referring to the 
acquiring of knowledge and skills, but only education suggests a general 
restriction of this acquisition to formal schooling or training. In 
other words, education may be equated with formal schooling whereas 
learning embraces both formal and informal learning (Lowe, 1982). 
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To add more detail to the perception of education, Cremin (1976) 
defines it as "the deliberate, systematic, and sustained effort to 
transmit, evoke, or acquire knowledge, attitudes, values, skills or 
sensibilities, as well as outcomes of that effort" (p.27). Cremin adds 
that education goes on in a variety of situations and institutions. A 
more basic definition of education is "organized communication designed 
to bring about learning" (Lowe, 1982, p.25). These views of education 
suggest the characteristics of intentionality, systematic instruction, a 
relationship between the learner and the instructional agent, and a time 
dimension. Learning on the other hand, is viewed as a more inclusive 
concept without parameters of how and where the process of acquiring 
- knowledge and skills occurs: education ideally results in learning, 
though all learning is not necessarily a result of education, according 
to Cremin (1976). 
Using the above perspective, lifelong education becomes a method of 
promoting lifelong learning. Lifelong education implies an 
understanding of the term education and emphasizes inclusion of all 
patterns of education, as well as the need for flexibility, self- 
directed learning, and accommodation of a variety of learning styles 
(Knowles, 1981; Lowe, 1982 and Overly, 1979). 
In summary, the literature reports that the concept of lifelong 
education and its specific characteristics present the same challenges 
for educational improvement as described for the concept of lifelong 
learning. That is, there is a need for lifelong education to be an 
organizing principle for all of education, to help people become self- 
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directed learners prepared to cope with the everchanging nature of 
society and to promote more equal access to educational opportunities at 
all points in one's lifetime (Cross, 1981; Knowles, 1980, and Vermilye, 
1974). 
Adult Learner Characteristics 
In order to conceptualize the meaning of adult education mere 
fully, it becomes necessary to explore who the adults are and how they 
differ from the traditional college age student. Such information can 
be useful to educators and institutions of higher education in making 
decisions for improvement in the face of the changing nature of its 
students. An underlying premise here is that the learner is an 
important source of data for educational planning (Tyler, 1949). 
The Adult Learner Defined 
For purposes of advancing the body of knowledge of the field of 
adult education and in order to identify those individuals who should be 
considered adults educationally, it is useful to consider the social and 
psychological definitions which might answer the questions—who behaves 
as an adult and performs adult roles, and whose self-concept is that of 
an adult? Knowles (1980) poses answers to these questions in his 
definitions in which he views an individual as an adult, "to the extent 
that he is performing social roles typically assigned by our culture to 
those it considers to be adults—the roles of worker, spouse, parent, 
reponsible citizen and the like" (p.24). Verner (1979-80 p.9) concurs 
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with Knowles when he defines an adult as "a person who has come to that 
stage of life in which he has assumed responsibility for himself and 
usually for others, and who has concomitantly accepted a functionally 
productive role in his community." 
Often, "an adult" is equated with "a mature person." Harry 
Overstreet (cited in Cross, 1981) equated maturity with "linkages with 
life" as follows: 
A mature person is not one who has come to a certain level of 
achievement and stopped there. He is rather a maturing person 
—one whose linkages with life are constantly becoming stronger and 
richer because his attitudes are such as to encourage their growth 
... A mature person, for example, is not one who knows a large 
number of facts. Rather, he is one whose mental habits are such 
that he grows in knowledge and the wise use of it (p.29). 
Knowles (1980) contends that this definition can be useful in 
identifying and assisting those who should be considered adults 
educationally. Two assumptions which underlie this definition are that 
"the overriding purpose of lifelong learning is to gain greater self- 
fulfillment and improve the quality of life for the individual and 
society" (Overly, et al, 1980, p.6), and that lifelong education is a 
method which views education in its totality and promotes learning as a 
lifelong process. It follows that one mission of educating adults is to 
develop a total environment conducive to human growth and self- 
fulfillment and to the promotion of a learning society (Lowe, 1982, and 
Knowles, 1980). Implied in this mission is the general notion that 
maturing is a mental process which does not stop at a certain point but 
continues throughout the life span, and that educators can assist 
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learners of all ages in this process. Thus, the maturing concept 
further defines the adult learner and provides direction for the mission 
of adult educators. 
To examine the maturing process in more depth, Knowles (1980) has 
described fifteen dimensions of the process acknowledging that 
individuals vary in their developmental level in each of the dimensions. 
The dimensions of maturity are listed in Table 1 with directions of 
maturation indicated on a continuum which suggests that absolute states 
are not necessarily achieved. 
Table 1 
Continuum of 
Dimensions of Maturation 
Lower Level 
of Maturity 
1. Dependence- 
2. Passivity- 
3. Subjectivity- 
4. Ignorance- 
5. Small abilities- 
6. Few responsibilities- 
7. Narrow interests- 
8. Selfishness- 
9. Self-rejection- 
10. Amorphous self-identity 
11. Focus on particulars- 
12. Superficial concerns- 
13. Imitation- 
14. Need for certainty- 
15. Impulsiveness- 
(Knowles, 1980, p.29) 
Higher Level 
of Maturity 
>Autonomy 
•>Activity 
•>Objectivity 
■>Enlightenment 
■>Large abilities 
■>Many responsibilities 
->Broad interests 
->Altruism 
-> Se1f-acceptance 
->Integrated self-identity 
->Focus on principles 
->Deep concerns 
->Originality 
->Tolerance for ambiguity 
->Rationality 
In review of these dimensions of maturity, Knowles (1980) concluded 
adults generally have four major characteristics of maturity in varying 
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degrees. These characteristics are: 1) their self concept has moved 
from one of being a dependent personality to one of being a self- 
directed human being; 2) they have accumulated a growing reservoir of 
experience that becomes an increasingly rich resource for learning; 3) 
their readiness to learn has become oriented increasingly to the 
development of their social roles; and 4) their time perspective has 
changed from one of postponed application of knowledge to immediacy of 
application, and accordingly, their orientation toward learning has 
shifted from one of subject-centered to one of performance-centered. 
Knowles (1984) subsequently identified two additional characteristics of 
this learner. These include 1) the adult's need to know why particular 
knowledge is important to learn and 2) the most potent motivators for 
adults to learn are internal versus external. This kind of knowledge of 
adults may be very useful in guiding educators as they help adult 
learners grow in their ability to learn and continue developing in their 
maturing process throughout life. A recurring premise here is that the 
learner is an important source of data for educational planning more 
specifically, for how the teaching/learning process is designed and 
implemented (Tyler, 1949). 
Brundage (1980) adds to the definition of the adult learner in 
respect to "maturity” by comparing some social, psychological, 
developmental and situational characteristics of adults and children. 
This comparison is presented in Table 2. This comparison differentiates 
adult learners from the children as learners. The differences may 
sometimes be aspects of a continuum, as in the accumulation of 
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Table 2 
Comparison of Adults and Children as Learners 
ADULTS, IN GENERAL: 
Adults have extensive pragmatic 
life experiences which tend to 
structure and limit new 
learnings. Learning focuses on 
transforming or extending the 
meanings, values, skills, and 
strategies acquired in previous 
experience. 
Major pressures for change come 
from factors related to social 
and work roles and expectations 
and to personal need for 
continuing productivity and 
Self-definition. 
Learning needs are related to 
current life situations. 
Adults are more likely to use 
generalized, abstract thought. 
Adults are likely to express 
their own needs and describe 
their own learning processes 
through verbal activities 
which allow them to negotiate 
and collaborate in planning 
their own learning programs. 
Adults have an organized and 
consistent self-concept and 
self-esteem which allows them 
to participate as a self 
separate from other selves 
and capable of acting 
independently of others. 
Adults are assigned a responsible 
status in society, and are 
expected to be productive. 
CHILDREN, IN GENERAL: 
Children have few pragmatic life 
experiences. Learning focuses 
largely on forming basic meanings, 
values, skills, and strategies. 
Major pressures for change come 
from factors related to physical 
growth, to demands for 
socialization, and to preparation 
for future social and work roles. 
Learning needs are related to 
developing organized patterns for 
understanding future experience. 
Children are more likely to use 
specific, concrete thought. 
Children are likely to express 
their own needs and learning 
processes through non-verbal 
activities, which leads to planning 
by "expert" observers and 
interpreters. 
Children have a relatively 
unorganized and inconsistent 
self-concept which allows them to 
perceive themselves as a self 
separate from, but dependent on, 
others. 
Children are assigned a non- 
responsible status in society, and 
are expected to play and learn. 
(Brundage, 1980, pp.11-12) 
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experience, while other differences may be aspects of a discontinued 
characteristic, as in the shift from concrete to abstract thought. 
Internal mental and physiological processes involved in learning may 
indeed be similar, but Brundage (1980) adds, "there are other variables 
which affect the overall process and outcome of learning" and are 
different in adults and children (p.ll). He sees these variables as 
being social, psychological, developmental and situational 
characteristics. 
Further definitions of the adult learner may be drawn from such 
eminent scholars as Erik H. Erikson. Robert J. Havinghurst identified 
the psychosocial developmental tasks associated with different stages of 
physiological growth, while Maslow studied human needs and developed a 
model of the hierarchy of these needs. All three of these scholars have 
made a profound inpact on the educational field which includes learners 
of all ages (Erikson, 1950; Hopkins, 1982; Knowles, 1984 and Knox, 
1977). Knowles (1984) asserts that an individual's developmental tasks 
and human needs have important implications for identifying one's 
readiness to learn different things at different times. The importance 
of these works warrants a brief description of the concepts of each. 
Erikson's theory of personality developnent includes the 
identification of eight psychosocial tasks associated with sequential 
age groups. These tasks and age groups include: 
Trust vs. Mistrust 
Autonomy vs. Shame 
Initiative vs. Guilt 
Industry vs. Inferiority 
Identity vs Role Confusion 
Birth to one year 
1 to 6 years of age 
6 to 10 years of age 
10 to 14 years of age 
14 to 20 years of age 
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Intimacy vs. Isolation 
Generativity vs. Stagnation 
Integrity vs. Despair 
20 to 40 years of age 
40 to 65 years of age 
65 and older 
(Bischof, 1976, p. 13). 
Resolution of each task is considered essential before progressing to 
the next task. Knowlege of Erikson's work is important to educators in 
planning appropriate teaching/learning methods to enhance psychosocial 
development as well as planned learning. The last three stages have 
implications for adult learners (Hopkins, 1982 and Knowles, 1984). 
From a sociological viewpoint, Havinghurst (1970) identifies six 
age periods with corresponding developmental tasks. Aside from early 
childhood, middle childhood and adolescence, the three remaining age 
-periods are associated with adulthood. These include the following: 
"Early Adulthood (Ages 18 to 30) 
-Selecting a mate 
-Learning to live with a marriage partner 
-Starting a family 
-Rearing children 
-Managing a home 
-Getting started in an occupation 
-Taking on civic responsibility 
-Finding a congenial social group 
Middle Age (Ages 30-55) 
-Achieving adult civic and social responsibility 
-Establishing and maintaining an economic standard of living 
-Assisting teen-age children to become responsible and happy 
adults 
-Developing adult leisure-time activities 
-Relating to one's spouse as a person 
-Accepting and adjusting to the physiological changes of 
middle age 
-Adjusting to aging parents 
Later Maturity (55 and older) . 
-Adjusting to decreasing physical strength and health 
-Adjusting to retirement and reduced income 
-Adjusting to the death of a spouse 
-Establishing an explicit affiliation with one’s age group 
-Meeting social and civic obligations 
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Establishing satisfactory physical living arrangements" 
(Knowles, 1980, p. 52). 
This information can be useful to educators in determining what adults 
at different stages might be ready to learn and, also, what obstacles 
they may encounter in the educational process (Havinghurst, 1970; 
Hopkins, 1982 and Knowles, 1984). 
Abraham Maslow developed the needs model known as Maslow's Hierachy 
of Human Needs in which he combined biological, psychological and 
sociological aspects of human needs. He sees satisfying basic 
physiological or survival needs first then gratification for the needs 
on each level, starting with the lowest and progressing through the 
highest. An important principle here is that gratification of needs 
must occur in order from the lowest to the highest. The following 
indicate this order of the hierarchy of needs beginning with the 
lowest; 
1. Physiological or survival needs 
2. Safety needs 
3. Love, affection and belonging needs 
4. Esteem needs 
5. Need for self-actualization 
Knowles suggests that Maslow's model provides direction for educators in 
helping individuals "... learn what is required for gratification of 
their needs at whatever level they are struggling" (1980, p. 29). Many 
researchers and writers take the strong position that the 
characteristics of the adult learner are essential variables to be 
considered when planning educational activities that facilitate adult 
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learning (Brundage, 1980; Cross, 1981; Grabowski, 1981; Knowles, 1980; 
Knox, 1978; Lenz, 1982, and Tough, 1979). It is for this reason 
educators must seek to be precise when identifying who the adult 
learners are. A careful examination of the characteristics of the adult 
learner is essential to this task. 
Categories of Adult Learner Characteristics 
For purposes of a common language needed to advance research and 
practice, Cross depicts the characteristics of adult learners in three 
categories which are descriptive of the type of learning activity 
undertaken. 
The first category is "Organized Learning Activities", which 
includes adults who participate as part-time learners in organized 
instruction. "These learning activities are sometimes for credit, but 
usually not; they are offered by continuing education and extension 
divisions as well as by industry, community agencies and labor unions; 
and they are usually but not always offered in classlike formats to 
groups of learners" (Cross, 1981, p.53). Completely self-directed 
learning projects are excluded in this definition, but generally, 
independent studies directed by a professional are included. 
From studies completed during the early 1970's in the category of 
organized learning activities, Cross (1981) presented several 
conclusions. First, descriptions of these learners were consistent with 
research studies over time. Second, the participation rate of 12 
percent as indicated by the Census Bureau in 1978, was low when compared 
to numerous state studies in the early 1970's. Cross (1981) suggested a 
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more realistic estimate would be 30%. Table 3 presents the data from 
the Triennial Survey conducted by the Census Bureau in 1978. 
In comparing the findings of significant studies with the figures 
in Table 3, Cross reported several conclusions. First, as Johnstone and 
Rivera documented in a comprehensive national study in 1965, there is a 
socioeconomic elitism about the participation of adults in organized 
learning activities. For example. Cross's review of studies revealed 
that the following groups are underrepresented in this category: the 
elderly, blacks, those who failed to graduate from high school, those 
with annual incomes under $10,000, and the unemployed. On the other 
hand, it was found that characteristics of those having the highest rate 
of participation (12% or higher) are: those in the age range of 17-54, 
whites, females, those with one year of college or more, those with a 
family income of $15,000 or more, and those who are employed. Thus, the 
socioeconomic elitism is demonstrated by those adults participating in 
organized learning activities. 
Second, it was found that of all the variables related to 
educational participation, educational attainment had more influence 
than any other factor considered. In other words as Cross speculates, 
the more education people have, the more interested they might be in 
further education and the more they could know about available 
opportunities and as a result, participate in organized learning 
activity. 
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Table 3 
Participation Rates in Organized Instruction in 1978 
Participation Rate 
(Percentages) 
Age 
17-34 15.7 
35-54 13.0 
55 and over 4.5 
Sex 
Male 10.7 
Female 12.7 
Race 
Black 5.8 
White 12.5 
Educational attainment 
. Less than four years of high school 3.5 
Four years of high school 10.7 
One to three years of college 18.1 
Four or more years of college 27.6 
Annual Family Income (dollars) 
Under 5,000 4.9 
5,000 - 7,499 6.3 
7,500 - 9,999 9.7 
10,000 - 14,999 11.3 
15,000 - 24,999 15.1 
25,000 and over 18.3 
Employment Status 
Employed. -LD.Z 
Looking for work 10.3 
8.0 Keeping house 
Source: National Center For Educational Statistics, 1980. 
Note: The overall rate of participation in adult education in this cata 
base was 12 percent as documented by the Census Bureau in 1978. 
(Cross, 1981, p.54) 
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Finally, conclusions related to the characteristics of age and 
participation in organized learning activities were: 1) "younger people 
tend to be pursuing credentials and laying the groundwork for later 
career specialization; 2) those in the age ranges of 25 to 45 are 
concentrating largely on occupational and professional training for 
career advancement; and 3) those 50 and older are beginning to prepare 
for use of leisure time" (Cross, 1981, p.57). 
Other studies, in addition to the 1978 Census Bureau survey, 
indicate that 12-30% of the adult population with similar 
characteristics to this group, participate in organized learning 
activities. Researchers and writers have suggested various explanations 
for these characteristics but discussion of these will not be presented 
here. While findings in this category are considered to be useful in 
policy issues concerning equal educational opportunity, they may not 
very useful in promoting understanding of the real motivations for adult 
learning. 
Cross's Second category of research studies, descriptive of the 
types of learning activities undertaken by adults, is that of "Self- 
directed Learning". This category is congruent with Tough’s definition 
of self-directed learning which includes almost all adults (Tough, 
1979). He equates self-directed learning of adults with the initiation 
and completion of a "Learning Project" with or without the assistance m 
planning. Tough views a learning project "as a series of related 
episodes, adding up to at least seven hours. In each episode, more than 
half of a person's total motivation is to gain and retain certain fairly 
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c^ear knowledge and skills, or to produce some other lasting change in 
himself" (Tough, 1979, p.6). Conclusions drawn from the studies in the 
category included: 
. Participation in self-directed learning is almost universal. 
Studies report that from 79 percent (Penland, 1977) to 100 percent 
(Coolican, 1974, 1975) of all adults conduct at least one learning 
project a year. 
. The typical adult spends about one hundred hours on each learning 
project, conducting five projects per year, for a total of five 
hundred hours per year. 
. Almost three fourths of the learning projects of adults are 
completely self-directed . . . only 20 percent of all learning 
projects are planned by a professional who is paid or 
institutionally paid to facilitate learning (Cross, 1981, 
pp.63-64). 
The third category described by Cross was that of "participants in 
adult learning for academic credit," which consists of less than 10 
percent of the adult population. The variety of programs in this 
category made it difficult for researchers to develop a single profile 
of characteristics. Overall, these participants were serious, upwardly 
mobile people from working class backgrounds. Characteristics gleaned 
from individual studies described these participants as: 
being first-generation college students whose parents did not 
attend college; 
. having attended college previously; 
being employed in professional and technical occupations with good 
incomes; 
. being married with children; 
being better educated and holding better jobs than their age 
counterparts in the general population; 
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. being heavily career oriented for job advancement and determined to 
rise above the socioeconomic level of their parents; 
* having characteristics that were diverse in background and 
circumstances; and, 
. having a greater reservoir of life experiencs than the traditional- 
aged students enrolled in a four-year college. 
A number of studies described specific characteristics of these 
learners as being over the ages of 20, 21 or 22 and enrolled part-time 
in continuing education programs, external degree programs, traditional 
or freestanding nontraditional programs especially designed for older 
students (Cross, 1981). 
Other demographic characteristics were identified in studies based 
on the type of program. For example, Sewall's study (1982) showed that 
of 906 adults enrolled in a traditional college or university bachelor's 
degree program, 72% were between the ages of 23-34, 61% were married, 
62% had children, two-thirds were employed and nearly two-thirds had 
attended college previously. 
Another study of adults in a non-campus community college program 
revealed somewhat different characteristics in that the average age was 
older (36.2 years) and the proportion of females was greater than that 
of males (Hollerman, 1982). Still other studies of adults in non-campus 
bachelor degree programs revealed similar characteristics but suggested 
that the oldest and most self-directed learners usually seek programs 
designed specifically for adult learners, have the strongest educational 
backgrounds, are more likely to express intrinsic satisfaction in 
education and have high aspirations for continued study (Cross, 1981). 
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Although no single profile can be delineated in this category of 
adult learners, specific studies lend support to the overall description 
of the learners as serious, upwardly mobile people who are from working 
class backgrounds and are determined to rise above the socioeconomic 
level of their parents. A careful reading of the rich detail that Cross 
(1981) provides suggests that the word "various" best describes the 
characteristics of all adult learners. Her findings indicate that: 
. The adult learner tends to be more socioeconomically elite than the 
traditional age college student. Norris (1980) contends this is 
because adult education has little financial aid, is usually 
voluntary and self-motivated and has not been easily accessible. 
. The majority of adult learners are white, female, well-educated 
with one to three years of college, employed in professional and 
technical occupations and are making good incomes. 
. Traditional age students usually pursue credentials for later 
career specialization while adult learners concentrate on education 
for career advancement and preparation for leisure time. 
. Adult learning is usually motivated by a desire to solve immediate 
and practical problems which are related to self-improvement and 
career advancement. 
. Prior educational attainment is the best predictor of continued 
learning over ones life span. Cross suggests that the more 
education people have, the more interested they will be in further 
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education and the more they will know about available 
opportunities. 
. Adult learners have a greater reservoir of life experiences than 
younger learners. Being married, having children and maintaining a 
job or career make up some of these life experiences. 
In summary, specific characteristics of three categories of adult 
learners have been described based on studies of the type of learning 
activity participated in—organized learning activities, self-directed 
learning activities and formal learning activities for credit. When 
comparing Cross’s findings with Knowles' assumptions about adult learner 
characteristics and Brundage's differentiation of adults and children, 
there are remarkable similarities. Thus, there seems to be support for 
planning educational improvements based on these characteristics. 
Motivation of Adult Learners 
A classic study of the motivation of adult learners was begun by 
Cyril Houle in the 1950's at the University of Chicago (Knowles, 1980 
and Lenz, 1982). He identified three groups of learners based on their 
major conception about the value and purpose of continuing their 
learning as adults. The first group, goal-oriented learners, use 
learning to meet specific goals in response to a perceived need or 
interest. For this group, intensive learning occurs in episodes, each 
beginning with perceived needs and ending with achievement of the goal. 
Learning activities are not restricted to any one institution or method. 
be attained by reading a book, taking a For example, one's goal may 
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formal course or joining an informal group. Knowles (1978) reported 
that individuals in this group usually do not start continuing their 
learning until their middle twenties and after—sometimes much later. 
The second group, activity-oriented learners, participate 
enthusiastically for the sake of the activity itself rather than for 
learning specific content or skills. These individuals usually select 
their learning activity based on the amount and kind of human 
relationships involved in the process. They begin sustained 
participation when their problems or needs become sufficiently pressing. 
The third group, learning-oriented learners, seek knowledge for its 
own sake. Unlike the other groups, these individuals possess a 
fundamental desire to grow through learning. They are continually 
involved in lifelong learning. Most are avid readers and pursue the 
educational aspects of their life experiences. 
Researchers agree that Houle's research offers a useful framework 
for thinking about multiple motives for adult learning, but believe it 
cannot be accepted or rejected until a more suitable psychometric 
procedure is developed to test the typology's validity (Cross, 1981). 
Houle's work is described as an ambitious attempt to look at 
motivational factors affecting adults at all levels of learning. For 
example, his typology could be applied to Cross’s broad categories of 
learners involved in organized learning activities, self-directed 
learning and participants in adult learning for academic credit. 
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In continuation of Houle's research at the Ontario Institute for 
Studies in Education, Tough (1979) conducted research to determine what 
motivates adults to undertake and continue self-directed learning 
projects. "A learning project is . . . defined as a series of related 
episodes, adding up to at least seven hours. In each episode, more than 
half of the person's total motivation is to apply certain fairly clear 
knowledges and skills, or to produce some other lasting change in 
himself" (p.6). By nature of this definition, Houle's activity-oriented 
group of adult learners was excluded since they do not attempt to gain 
any specific knowledge or skill. The goal-oriented and learning- 
oriented groups comprise the majority of adults undertaking Tough's 
learning projects. 
Tough (1979) reported several significant findings related to 
motivations for adult learning. First, the strongest reason for adults 
beginning and continuing learning projects was the pragmatic desire to 
apply certain knowledges and skills. In other words, to do something, 
produce something or decide something. Sewall (1982) found that adults' 
orimary motivation to continue learning was to improve and expand career 
opportunities. Another pragmatic reason cited was that of learning 
something necessary to achieve a personal goal. An interesting point 
about these findings is that the reasons look much like possible goals 
of Houle's group of goal-oriented learners. 
According to Tough (1979), a second finding, common to other 
studies, was that adult learners have several reasons for undertaking 
In addition to learning for the purpose of applying learning projects. 
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certain knowledge and skill, adults were motivated by a desire to impart 
knowledge or skills to others, to understand or learn for future 
situations, to gain credit toward a degree or certificate, to experience 
pleasure and self-esteem that result from possessing knowledge and 
skill, and the like. Thus, there seems to be no one reason for adults 
beginning a learning project. Many dynamic factors in one's life 
circumstances are viewed as motivations. 
The third finding was relevant to three learning patterns observed 
in beginning learning projects. Some adults began with an awareness 
that in order to do something they wanted or needed to do, they had to 
seek out learning activities that would provide necessary knowledge or 
skill. The second pattern observed began with puzzlement or curiosity, 
often about a controversial issue, decision or procedure. In addition, 
pleasure and satisfaction were derived in becoming informed and 
discovering answers for oneself. The third pattern started with a 
decision to utilize extra time to learn about an unidentified topic, 
followed by a decision about what would be learned during that time. 
Thus, adults display a variety of motivational patterns in beginning 
learning projects. 
Finally, Tbugh's findings identified pleasure and an increased 
self-esteem related to the process of learning as critical elements in 
the motivation of adults to continue their learning projects. Some of 
the pleasures Tough identified in the process of learning were 
satisfying a curiosity, enjoyment from the content itself, enjoyment 
from practicing the skill, the activity of learning, learning 
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successfully, completing unfinished learnings and aspects unrelated to 
learning. These pleasures may also be seen in Houle's group of learning 
oriented adults who pursue learning for the sake of learning. Clearly, 
pleasure and increased self-esteem in learning have significant 
implications for those who wish to facilitate the continued lifelong 
learning of adults. 
In summary, significant findings related to adult learner 
motivations have been described and their usefulness commented upon. 
Houle's three groups of learners, typified by their purpose for learning 
were presented. They included goal-oriented learners, activity-oriented 
learners, and finally, learning-oriented learners. Allen Tough's 
motivational research to determine why adults undertake and continue 
learning projects provided further information on Houle's goal-oriented 
and learning oriented groups. In short, his findings suggested that 
although adults have several reasons for beginning a learning project, 
their primary reason is the pragmatic desire to apply certain knowledges 
and skills. Further findings suggested that adults display different 
patterns in beginning learning projects and that pleasure and increased 
self-esteem are critical elements in one's motivation to continue 
learning. 
The literature supports that the recognition of adult learning 
motives can guide educators in facilitating the attainment of individual 
goals and sustaining the pleasure and increased self-esteem in learning. 
This becomes an essential task for educators who wish to promote the 
develpment of lifelong learners. 
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Barriers to Adult Learning 
Although adults may be motivated by a variety of reasons to 
continue learning, their motivation is frequently tempered by such 
barriers as lack of time, costs, inaccessibility of opportunities and 
resources, negative self-concept as a student, institutional 
requirements and red tape, problems with child care and transportation 
and programs that violate principles of adult learning. In addition to 
these broad problem areas facing adult learners, the literature 
identifies some indirect barriers resulting from age and being away from 
systematic education for some time. Among these indirect barriers are: 
• . fixed habits and patterns of thinking resulting in a tendency to be 
less open minded; 
. physiological changes such as decline in visual acuity, reduction 
in speed of reaction and decreased energy level which may operate 
to slow the speed of learning; 
. decreased response to external sanctions for learning (such as 
grades); 
. ineffective study habits and lack of confidence in their ability to 
learn; and, 
. limitations in those basic skills required for writing papers, 
completing reading assignments and participating constructively 
(Cross, 1981; Lenz, 1982; Sewall, 1982 and Knowles, 1984). 
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These barriers are important for educators to examine because of 
the potential for hindering effects on the process and outcome of adult 
learning. With a combination of these barriers, a highly motivated 
adult learner striving for job advancement and personal satisfaction in 
learning may experience the following: frustration; failure to succeed 
as a student; development of a negative attitude toward learning; 
decreased self-esteem; and, inability to grow personally and 
professionally. With the increasing need for lifelong learning, it is 
imperative that such barriers be confronted and removed. 
In summary, the complexity of barriers to adult learning makes it 
difficult to pose a single solution to these problems. Educators need 
to conduct a systematic evaluation of each program or course to identify 
barriers to adult learning. A broad plan of action could include the 
establishment of more convenient schedules and locations, provision of 
more efficient delivery systems and utilization of teaching/learning 
methods that focus on self-directed learning and the teacher's role as 
facilitator (Baj, 1985; Knowles, 1984 and Murdock,1986). 
Understanding of the characteristics of the adult learner and the 
motivations and barriers in adult education is fundamental to the 
implications for improvement in curriculum design and implementation. 
Registered Nurse Students 
RN students comprise a large portion of the adult learners enrolled 
in higher education. It is for this reason that baccalaureate nursing 
programs need to evaluate the appropriateness of planning for 
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institutional policies, curriculum development and instructional methods 
for this particular group. For the purposes of such an evaluation, it 
is essential for those involved to understand the characteristics of RN 
students, as well as adult learners in general, to be familiar with the 
problems they encounter and to clearly identify areas that need 
inprovement (Mrudock, 1986). 
The literature reveals that the characteristics of the RN student 
are similar to those of adult learners in general (Cross, 1981 and 
Norris, 1980). Studies of adult learners in baccalaureate nursing 
programs have been conducted primarily from the perspective of RN 
students. Most of these studies have been small scale local studies 
reporting findings related to demographic data, reasons for RN 
enrollment and dropout, barriers RN students encounter and their 
perceived needs. Three recent (larger scale) studies have been 
conducted providing useful information for making changes for 
inprovement in nursing education for adult learners (Baj, 1985; Bailey, 
1982 and Murdock, 1986). 
Demographic characteristics. In a New England regional study of RN 
graduates from 17 baccalaureate nursing programs, Murdock (1986) 
administered a questionnaire to obtain information in the major areas of 
the graduate's motivational forces, hindering conditions and helpful 
conditions during the educational experience; as well as, their work 
history, educational history and personal information. The demographic 
characteristics reported by Murdock portrayed the RN student as most 
often female, caucasion, 24-33 years of age and married with the 
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majority having responsibility of one child. Most received their basic 
nursing education at the diploma level and were first generation college 
students. 
Similar characteristics were reported in Bailey's (1982) statewide 
survey of 27 New York baccalaureate nursing programs to identify the 
needs of BN students as adult learners. The majority of this group was 
female, caucasion, 21-39 years of age, married with no dependents, 
completed their basic education in an associate degree program and most 
were employed. 
In still another study, Baj (1985) compared 251 generic and RN 
-students in California to identify demographic characteristics. The 
findings revealed that most of the RN students were female with a mean 
age of 28 years, married with an average of 1.5 dependents and employed. 
In addition, the majority of this group graduated from an associate 
degree program and indicated that career mobility was their primary 
reason for returning to school. As revealed in Murdock's study (1986), 
most of this group were first generation college students. Baj noted 
that eventhough the generic students had fewer dependents, the 
percentage having dependents was close to that of the RN students (27.9% 
vs. 38.3%). 
Reasons for RN Enrollment and Dropout. Registered nurses as a 
specific group of adult learners demonstrate characteristics which, for 
the most part, are similar to the previously described group of adult 
learners. These similarities include the reasons for entering college 
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and the reasons for dropping out. The reasons for entering college have 
been identified widely as: 1) job security, 2) professional advancement 
and self-fulfillment (Baj, 1985; Baley, 1982; Cross, 1981 and Murdock, 
1986). 
Barriers. Although the literature reports in general on the 
problems facing BN students during the educational experience; these 
problems are similar to those facing the adult learner group as a whole. 
For this reason, some specific problems should be considered for the 
improvement of learning conditions in baccalaureate nursing programs for 
all adult learners. Murdock (1986) reported that 19 of 37 problems 
referred to as hindering conditions were not present in the experience 
of more than one-half of the respondents. Progress was noted in this 
area by the researcher. The findings indicated that of the top 10 
conditions, six were considered the most hindering of all the 
conditions. These in the order of their frequency of occurrence 
included: 
. "the difficulties the respondents experienced in dealing with the 
stress created by the multiple demands on their time and energies 
. having to balance the demands of multiple roles 
. the difficulty the respondents experienced in managing time to 
meet all their obligations 
. being awarded too little credit for previous nursing knowledge 
and experience 
. having to invest a prolonged period of time to complete degree 
requirements 
. experiencing too much repetition of content in nursing courses" 
(p. 190). 
Murdock’s findings support Cross's (1979) review of over 100 
studies related to adult learners' needs. Cross concluded that problems 
related to time, cost, distance and home and family responsibilities 
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prevent the largest number of potential adult learners from entering 
educational programs. 
The recommendations of Baj (1985) allude to similar problems RN 
students experience in baccalaureate nursing programs. These 
recommendations included: 1) an increase in flexible scheduling to 
allow students to continue working so they may finance their education, 
since financial aid is not usually available to this group; 2) 
establishment of day care services and part-time study to help with 
family responsibilities; 3) provision of supportive networks to deal 
with a variety of stresses; and, 4) recognition of the work environment 
for integration of some learning experiences. Implied in these 
recommendations are the problems of inadequate scheduling to meet the 
needs of family responsibility and work, lack of day care for those 
individuals with dependents, insufficient supportive networks and lack 
of recognition of the work-environment as a place for learning 
experiences. 
Perceived Needs. A variety of research methodologies have been 
utilized to study the needs of RN students as adult learners in 
baccalaureate nursing programs. One approach used by Bailey (1982) was 
to administer a questionnaire to administrators, faculty and RN students 
in baccalaureate nursing programs to elicit responses indicating 
perceptions of importance of selected learning conditions. Responses 
were then analyzed to determine areas of agreement, areas of 
disagreement and resulting discrepancies. The results suggested that 
needs existed for: "D challenge examinations to be provided for 
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awarding academic credit and/or advanced placement; 2) learner 
participation in diagnosis of his/her learning needs, as well as, in 
curricular and learner evaluation; 3) utilization of student's prior 
experience as a learning resource; and, scheduling of evening and 
weekend classes' (p. 2). The need was also identified for further 
discussion and investigation of two areas of discrepancies related to 
learner involvement in program planning and appropriate instruction 
methods for adult learners. For these items the greatest discrepancy 
occurred between the administrators and faculty as a group and the RN 
student group. 
Murdock's (1986) study of the RN students returning-to-school 
experience reported findings which revealed that there were needs 
evidenced for the following recommendations: 1) time and stress 
management workshops should be provided to enhance skills for dealing 
with multiple role strain; 2) there should be opportunities for 
communication and support networks for students and jointly for students 
and faculty; 3) attention should be focused on curriculum to increase 
flexibility, individualization and intellectual challenge; 4) use of the 
work setting for clinical experiences should be expanded; 5) employers 
should be encouraged to be more flexible about work schedules; and, 
professional organizations should be encouraged to be more active in 
providing pre-admission guidance. 
Other studies indicate similar needs and follow with implications 
and recommendations for change for improvement in adult learning 
conditions at the institutional, curricular and instructional levels. 
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The Andraqoqical Teaching/Learning Process 
In an effort to promote lifelong learning and address issues 
related to the field of adult learning, Malcolm Knowles, over the three 
past decades, has been involved in formulating a theory of adult 
learning that incorporates what is known from experience and from 
research about the characteristics of adult learners. This theory which 
he calls "andragogy" is based on the premise that there are differences 
between methods used to teach children (pedagogy) and methods used to 
teach adults when andragogy is employed. He views pedagogy as the art 
and science of teaching children in a situation in which "the teacher 
has full responsibility for making all decisions about what will be 
learned, how it will be learned, when it will be learned and if it has 
been learned" (Knowles, 1984, p. 52). On the other hand, andragogy is 
defined as the art and science of helping adults learn. Knowles expands 
this definition with discussion of the educator’s role as facilitator 
and resource person in assisting learners in becoming more self- 
directed. Knowles described self-directed learning skills and 
acknowledged the appropriateness of such skills for all of education, as 
reflected in his statement that "the ultimate behavioral objective of 
all schooling is: The individual engages efficiently in collaborative 
self-directed inquiry in self-actualizing directions" (p. 184). Some of 
the self-directed skills identified included: 
1. The ability to develop and be in touch with curiosities. 
Perhaps another way to describe this ^skill would be the 
ability to engage in divergent thinking." 
2. The ability to perceive one's self objectively and accept 
feedback about one's performance nondefensively. 
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3. The ability to diagnose one's learning needs in the light of 
models of competencies required for performing life roles. 
4. The ability to formulate learning objectives in terms that 
describe performance outcomes. 
5. The ability to identify human, material, and experiential 
resources for accomplishing various kinds of learning 
objectives. 
6. The ability to design a plan of strategies for making use of 
appropriate learning resources effectively. 
7. The abiltiy to carry out a learning plan systematically and 
sequentially. This skill is the beginning of the ability to 
engage in convergent thinking. 
8. The ability to collect evidence of the accomplishment of 
learning objectives and have it validated through performance 
(p. 184). 
Andragogical versus Pedagogical Assumptions 
The pedagogical and andragogical models are based on different sets 
of assumptions about the learners, developmental characteristics and 
learning (see Appendix A). For example, Knowles has identified the 
following as assumptions about younger learners who experience 
pedagogical teaching: 1) they do not express a need to know why they 
should learn particular material; 2) they are perceived by the teacher 
to have a dependent personality; 3) their limited life experience is of 
little worth as a resource for learning; 4) they become ready to learn 
what the teacher tells them to learn; 5) their orientation to learning 
is subject-centered; and, 6) they are motivated to learn by external 
motivators (pp. 53-54). 
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Knowles discussed in more detail the six assumptions upon which the 
andragogical teaching model is based. These include: 
1) Adults have the need to know why they need to learn something 
before undertaking to learn it. Potent tools for raising the 
level of awareness of the need to know are real or simulated 
experiences in which the learners discover for themselves the 
gaps between where they are now and where they want to be. 
2) Although adults have a self-concept of being responsible for 
their own decisions, for their own lives, when they become 
involved in traditional educational activities, they become 
dependent and expect the teacher to specify what is to be 
learned. This situation emphasizes the need for the teacher to 
design learning experiences in which the learners are helped to 
make the transition from dependent to self-directed learners. 
3) Adults come into an educational activity with both a greater 
volume and a different qualtiy of experience from youths. This 
experience serves as a rich resource for learning and has 
implications related to the learner's self-identity and 
established mental habits and biases. 
4) Adults become ready to learn those things they need to know in 
order to cope effectively with real life situations and 
developmental tasks. 
5) In contrast to children's and youths' subject centered 
orientation to learning (at least in school), adults are life- 
centered (or task-centered or problem-centered) in their 
orientation to learning. 
6) While adults are responsive to some external motivations 
(better jobs, promotions, higher salaries and the like), the 
most potent motivators are internal pressures (the desire for 
increased job satisfaction, self esteem, quality of life and 
the like)(pp. 55-61). 
Researchers in the field of adult learning agree with these assumptions 
based on adult learners' characteristics and suggest that learner 
participation should receive greater emphasis in the educational 
process. That is, the learner should have involvement in diagnosing 
learning needs, formulating goals and objectives, identifying human and 
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material resources, deciding appropriate learning methods and 
determining how learning will be evaluated. Independence and 
collaboration are implied as important values in this type of learner- 
participation (Cross, 1981; Knowles, 1974, 1984; Luther and Wolf, 1980 
and Tyler, 1949). In shifting from traditional pedagogical teaching 
methods to consideration of individual goals and learner-participation 
in the educational porcess, it becomes critical for educators to study 
the implications of assumptions held about the characteristics of adult 
learners and design appropriate teaching/learning methods. 
The Andragogical Process Model 
In designing teaching/learning methods appropriate for the adult 
learner, the andragogical process model is proposed as a guide (Knowles, 
1984). The model, derived from the works of Malcolm Knowles and other 
andragogical educators, is based upon specific assumptions about adult 
learners and proposes desirable conditions related to seven dimensions 
of effective learning. These dimensions focus on the process of the 
educational system, rather than the outcomes of the educational process. 
For the purpose of this research the following dimensions and conditions 
for adult learning serve as the framework for the study and the 
questionnaire used: 
Dimensions Conditions 
Climate Physical climate of the learning environment. 
1. Adequate lighting, ventilation, room 
temperature and good acoustics 
2. A sanitary environment with a pleasant 
decorating scheme (e.g., bright wall 
colors) 
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3. Adequate and comfortable seating arranged 
to promote interaction (e.g., circular 
seating) 
4. Adequate and accessible learning resources 
Psychosocial climate of the learning 
environment. 
1. Warm, informal, social learning environment 
2. Mutual trust and respect of nurse faculty 
3. Mutual tolerance for individual differences 
of nurse faculty and learners 
4. Atmosphere conducive to free exchange of 
ideas and thoughts among co-learners 
(faculty and adult learners) 
5. College administrators and nurse faculty 
respect the right of mature learners to 
actively collaborate in the decision-making 
processes of the educational system (e.g., 
program and course planning and evaluation, 
budget planning, nurse faculty selection) 
6. Nurse faculty encourages individual learner 
achievement rather than competitiveness of 
learners 
7. Knowledge of adult learning behavior is 
utilized by college administrators and 
nurse faculty throughout the educational 
process 
8. The organizational atmosphere is 
empathetic, flexible, and learner-centered 
Planninq 1. There should be active participation of all 
significant groups (within and outside of 
the college community) in the varied 
aspects of planning in the educational 
enterprise (e.g., program and curriculum 
planning) 
2. The needs of the learners are paramount to 
the needs of the educational institution_in 
planning, in accordance with the mission 
and goals of the institution 
53 
Diagnosis of Students* 
Learning Needs 
Formulation of Goals 
and Objectives 
Design of Learning 
Experiences 
3. Program planning should take into 
consideration the broad diversity of 
interests, values, social roles, goals and 
life experiences of adult learners 
4. Program planners should be cognizant of the 
need for problem-centered and process- 
oriented programs for adult learners, as 
opposed to content-oriented programs 
5. Program planning should be flexible to 
provide for convenient scheduling of 
classes and/or off-campus sites for RN 
students 
1. There is involvement of college 
administrators, nurse faculty, adult 
learners, and other significant individuals 
(e.g., counselors, community 
representatives, professional society 
representatives) in the general diagnostic 
process of learners' needs 
2. There is participation of nurse faculty and 
learners in the diagnosis of the individual 
learning needs, based on a model of desired 
behavioral outcomes 
3. Opportunities are provided for assessment 
of the FN students' prior experiences for 
advanced placement and/or awarding of 
academic credit 
1. Learning goals and objectives 
are developed cooperatively by the nurse 
faculty and adult learners to meet the 
specific needs of the individual learner 
2. Opportunities are provided for adult 
learners to formulate unique goals and 
objectives, based on the individual goals 
and interests 
Learning experiences are 
designed: 
1. cooperatively by the nurse faculty and 
adult learner to meet the established goals 
and objectives of the individual learner 
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2. to take into consideration the experiential 
resource of adult learners 
3. to provide opportunities for the adult 
learners to assume self-direction for their 
learning 
4. with an awareness of the diverse learning 
styles of adult learners 
Learning Activities 
and Resources 
1. The nurse faculty assumes the 
role of resource individual and facilitator 
in the learning process with learners 
assuming responsibility for achieving the 
learning goals and objectives 
2. A broad variety of teaching/learning 
options are offered by nurse faculty as 
resources for learning 
3. Learning activities and resources are 
commensurate with the learning abilities of 
the individual 
Evaluation 1. The adult learner participates with nurse 
faculty in developing evaluation criteria 
by which achievement of the learning goals 
and objectives may be measured 
2. The responsibility for evaluation of the 
individual learner's progress and 
rediagnosis of his/her learning needs is 
shared by nurse faculty and the adult 
learner 
Adapted from: Bailey, Pearl Skeete. (1982). Assessment of the 
educational needs of the adult BN learner in baccalaureate nursing 
orograms (Doctoral dissertation, Columbia University Teachers 
College, 1984. Dissertation Abstracts International, 43, 1433. 
Within this model developed by Bailey (1982), assumptions about the 
characteristics of adult learners were considered and their implications 
served as a basis for her study's questionnaire. Bailey conducted a 
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large scale survey of the perceptions of andragogical concepts as they 
related to the educational needs of the adult RN learner. The sample 
consisted of 33 college administrators, 244 nurse faculty and 690 RN 
students from 20 generic and seven RN/BSN programs in New York State. 
The findings showed that there was a wide discrepancy in the perception 
of the needs of RN students among the three groups. Additional findings 
indicated that the majority of the respondents agreed that: 1) 
challenge examinations for credit or advanced placement should be 
provided; 2) admission requirements should be flexible; 3) there should 
be learner-participation in the diagnosis of learning needs and in 
curricular and learner-evaluation; 4) prior experiences should be used 
as a learning resource; and, classes should be scheduled in the evening 
and on weekends. Discrepancies were reported to have occurred primarily 
when administrators and nurse faculty disagreed with RN students 
regarding learner-involvement in program planning and appropriate 
instructional methods for adult learners (Bailey, 1982). 
These findings are consistent with Knowles' (1984) view of the 
adult learner's characteristics and related learning needs within the 
framework of the andragogical model. Bailey emphasized the important 
implications of the findings and noted the critical need for further 
investigation of the differences in perceptions of the needs of RN 
students. As one suggestion for improvement in adult learning, Bailey 
identified ten andragogical learning principles to assist in the 
development of baccalaureate programs sensitive to the needs of the RN 
adult learner. Such principles should be useful to college 
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administrators, nurse faculty and RN students in the curriculum 
development process. 
Summary 
The purpose of this Chapter was to review selected literature in 
adult and nursing education to establish a conceptual base for the 
study. Following an introduction, the review was presented in three 
sections. The introduction demonstrated a current trend of 
unprecedented growth of the population of adult learners enrolling in 
higher education for a variety of reasons. Implications for higher 
education to make changes for improvement in response to these trends 
were explored. 
The first section discussed the parameters of adult education in 
terms of conceptual definitions related to the meaning of adult 
education, lifelong learning and lifelong education. The literature 
illustrated the lack of clarity about these parameters and identified 
the need for lifelong education to become an organizing principle for 
all of education. This principle emphasizes teaching self-directed 
learning skills, accommodation of a variety of learning styles and the 
promotion of equal access to educational opportunities at all points in 
one's lifetime. 
The second section focused on describing the characteristics of the 
adult learner in general, and the FN adult learner in particular. The 
characteristics are reviewed from four perspectives: 1) the definition 
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of the adult learner, 2) categories of adult learner characteristics, 3) 
motivation of adult learners 4) barriers to adult learning and, 5) RN 
students. The literature asserts that knowledge of the nature of adult 
learner characteristics and how they influence the process and outcome 
of learning can be useful to educators in making curriculum improvements 
for the adult learner. In other words, as Tyler (1949) proposes, 
viewing the learner as an important source of data for planning learning 
experiences can provide valuable guidelines for establishing learning 
objectives and determining teaching/learning methods appropriate to the 
unique needs of the learner. 
The third section discussed the andragogical teaching/learning 
process as a theoretical approach to teaching adult learners. The 
literature credits Malcolm Knowles with the development of this 
approach, "andragogy," which is based on the premise that the 
characteristics of adult learners are different than those of 
traditional college age learners. As a result, institutional policies 
and teaching/learning methods which take these characteristics into 
consideration are proposed for effective adult learning. Knowles 
further delineates assumptions about both types of learners and 
describes seven dimensions of the andragogical teaching/learning 
process. This model, as presented previously, served as the framework 
for the study and the instrument used. 
The next Chapter presents a detailed description of the research 
approach used to answer the three research questions. 
CHAPTER III 
RESEARCH APPROACH 
Introduction 
The five parts of the research approach used in this study are 
described in this Chapter: 1) the general design; 2) the sampling 
procedure; 3) instrumentation; 4) the data collection procedure, and 5) 
the data analysis procedure. 
Design of the Study 
The general design of this study is descriptive exploratory. 
Answers to the research questions were sought by analysis of responses 
to a questionnaire submitted to a sample of nurse faculty, registered 
nurse students and other adult learners in the nursing major enrolled in 
selected baccalureate programs in Massachusetts. 
The questions quiding this study were: 
1. What are the expressed beliefs of nurse faculty, registered nurse 
students and other adult learners in baccalaureate nursing programs 
regarding the importance of selected conditions for adult 
learning? 
2. What are the areas of differences among the beliefs of nurse 
faculty, registered nurse students and other adult learners as they 
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relate to these selected conditions for adult learning? 
3. What are the relationships between the expressed beliefs regarding 
selected conditions for adult learning in baccalaureate nursing 
programs and selected demographic characteristics of: a) nurse 
faculty; b) registered nurse student; and, c) other adult learners? 
The approaches used in the sampling procedure, development of the 
instrument, data collection and data analysis are described next. 
Sampling Procedure 
A two-stage sampling plan was utilized in this study. First, from 
a list of the State-approved baccalaureate nursing programs in 
Massachusetts which were accredited by the National League for Nursing 
(1985), six programs that admitted both registered nurse students and 
generic students were randomly selected using a table of random numbers 
and were requested to participate in the study. Three private and three 
public nursing programs were randomly selected to represent the 
population of these programs. All the programs that were asked agreed 
to participate in the study. Thus, the study's sample of programs was 
representative of those programs which met the criteria. 
The second stage of sampling identified all of the individuals who 
were nurse faculty and those adult learners who were twenty-three years 
of age or older at the time of enrollment in the program. Therefore, 
the sample of individuals consisted of all the nurse faculty, registered 
nurse students and other adult learners associated with the 
participating programs. 
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When eligible programs were identified for the sample, a letter was 
sent to the respective Deans or Director requesting an appointment to 
discuss the study being proposed. The letter described the purpose and 
general methodology of the study, the approximate time required to 
complete the questionnaire, how confidentiality would be protected and 
what coordinating services might be required from the program's 
administration and faculty. A meeting was then arranged with five of 
the program directors to obtain approval to conduct the study and 
arrange a mechanism to distribute the questionnaires to the sample 
groups. The sixth program director chose to discuss the study during a 
phone conference. Four of the directors identifed the nurse faculty and 
adult learners who we re eligible to be subjects for the study while the 
other two directors appointed another responsible person to insure 
responsibility for identifying subjects for the study. 
The number of questionnaires distributed and returned is presented 
in Table 4. A total of 423 questionnaires were distributed. Of this 
number, 114 were distributed to nurse faculty, 203 to registered nurse 
students and 106, to other adult learners. The total number returned 
was 258 (60.9%) of the 423 distributed. Of the 258 questionnaires 
returned, a total of 231 (54.61%) were usable. Of the 81 questionnaires 
returned by nurse faculty, 79 (69.30%) of the total distributed were 
usable. Of the 101 returned by the registered nurse students, 100 
(49.26%) of the total distributed were usable. And of the 76 returned 
by other adult learners, 52 (49.06%) percent of the total distributed 
were usable. 
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Table 4 
Distribution and Return of Questionnaires for 
Nurse Faculty, Registered Nurse Students 
and Other Adult Learners 
Number Number Usable Percent Returned 
Group Distributed Returned Questionnaires Returned and Usable3 
Nurse Faculty 114 81 79 71.05 69.30 
Registered Nurse 
Students 203 101 100 49.75 49.26 
Other Adult 
Learners 106 76 52 71.69 49.06 
TOTAL 423 258 231 60.9 54.61 
aIncludes 25 questionnaires (one RN student and 24 other adult 
learners) of those who did not meet the age criterion of 23 years and 2 
questionnaires of nurse faculty which were returned without any written 
responses. 
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A total of 27 questionnaires which were returned were not usuable. 
One questionnaire from a registered nurse student and 24 questionnaries 
from other adult learners were discarded because the subjects did not 
meet the age criterion of 23 years. Two additional questionnaires from 
nurse faculty were eliminated from the study because they were returned 
without any responses to the questions. 
Instrumentation 
Answers to the research questions were sought through the 
administration and analysis of the Andragogical Assessment Inventory 
questionnaire developed from the framework of the Andragogical Process 
Model (See Appendices A, C and D). This five-point Likert scale survey 
instrument was devloped by Pearl Skeete Bailey (1982) to elicit the 
opinions of RN students regarding the importance of selected conditions 
for adult learners in baccalaureate nursing programs. The reliabiltiy 
of the instrument was measured by a four week test/retest method 
performed with sixty-five subjects to establish the reliability of the 
instruments seven dimensions. The reliability coefficients for the 
dimensions ranged from a low of .53 for Planning to a high of .88 for 
Diagnosis of Student's Learning Needs. The median reliability 
coefficient was .73. The reported analysis of each dimension revealed 
the following reliability coefficients: 
Climate- 
Planning- 
Diagnosis of Student's Learning Needs 
Formulation of Goals and Objectives 
Design of Learning Experiences- 
Learning Activities and Resources- 
Evaluation- 
— .85 
—.53 
— .88 
— .73 
— .67 
-.74 
-.64 
(Bailey, 1982, p.73) 
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For assessment of content validity, Bailey (1982) submitted the 
questionnaire to a panel of experts who were adult educators and deans 
of baccalaureate nursing education programs with RN students. Based on 
comments from the panel of experts and two pilot studies, the initial 
number of questionnaire items was reduced from 148 to 63 (excluding 
demographic data). Those items removed were considered redundant, 
irrelevant and insignificant to the study. 
Two similar Andragogical Assessment Inventory questionnaires with 
parallel questions were administered to each sample group in this study 
(see Appendices C and D) . The subjects responded to the items on a 
five-point Likert scale, selecting either 1) "not important"; 2) "of 
little importance"; 3) "important"; 4) "very important"; or 5) 
"extremely important". Questions related to the subjects' demographic 
characteristics were included at the end of the questionnaire. Each of 
the seven dimensions of the Andragogical Process Model were measured as 
listed below with question numbers indicated: 
Dimension Question Number 
Climate- 
Planning- 
Diagnosis of Student 
Learning Needs- 
Formulation of Goals 
and Objectives — — -- 
Design of Learning 
Experiences- - - —- 
Learning Activities 
and Resources— - - —-“ 
HAf i -  
In the use of Bailey's instrument, minor modifications were made in 
the wording of the questionnaire to make it appropriate for responses 
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from adult learners in a baccalaureate nursing program who were not 
registered nurses. Additions were made in the demographic data section 
to elicit more detailed information on the characteristics of the 
subjects. 
Data Collection Procedure 
The questionnaires were coded for data processing purposes prior to 
its use in the study. Questionnaires were distributed in the Spring of 
1986 to faculty and students in each nursing program by mail or in the 
classroom, depending on the preference of the director or dean. Each 
questionnaire had a cover letter describing the purpose of the study and 
providing assuring confidentiality (see Appendix E). Self-addressed 
stamped envelopes were provided for the return of the completed 
questionnaires. 
Data Analysis Procedure 
Data related to each of the three research questions of the study 
were analyzed. 
Question 1: What are the Expressed Beliefs of Nurse Faculty, 
Registered Nurse Students and Other Adult Learners in Baccalaureate 
Nursing Programs Regarding the Importance of Selected Conditions for 
Adult Learning? For the three groups surveyed, descriptive statistics 
were used to present the frequency of responses and mean scores for each 
questionnaire item. The rank order of the mean scores were also 
reported by respondent groups. Responses in the analysis were organized 
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according to the following seven dimensions of the Andragogical Process 
Model: 1) Climate; 2) Planning; 3) Diagnosis of student learning needs; 
4) Formulation of goals and objectives; 5) Design of learning 
experiences; 6) Learning activities and resources; and, 7) Evaluation. 
For purposes of comparison with the findings of Bailey's study 
(1982), responses to the five point Likert scale were collapsed into 
three categories representing the following: 1) an opinion of low 
importance ("not important" and "of little importance"), 2) an opinion 
of medium importance ("important") and 3) an opinion of high importance 
("very important" and "extremely important"). For each of the three 
groups surveyed, frequency of responses based on this collapsed Likert 
scale were reported. 
All data were coded and prepared for computer analysis. The 
Statistical Package for the Social Sciences (SPSS-X) was utilized. 
Question 2: What are the Areas of Differences Among the Beliefs of 
Nurse Faculty, Registered Nurse Students and Other Adult Learners 
Related to Selected Conditions for Adult Learning? Analysis of data 
related to this question entailed comparison of the respondent groups' 
beliefs regarding the importance of selected conditions for adult 
learning. First, scale scores of each group were calculated for 
individual items and for the seven dimensions of the Andragogical 
Process Madel. A frequency distribution of these scores by item and 
dimension was presented. Scale scores for the dimensions were 
determined by adding the number circled on the respondent’s 
questionnaire for each item of the seven dimensions using the five point 
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Likert scale. The scale measuring "Climate" had 11 items; the 
"Planning" scale had 9 items; the Diagnosis of student's learning needs" 
scale had 6 items; the "Formulation of goals and objectives" scale, 3 
items; the "Design of learning activities" scale, 6 items; the "Learning 
activities and resources" scale, 14 items; and, the "Evaluation" scale, 
2 items. Since this categorization of items was consistent with 
Bailey's study (1982), the reliability of the instrument was not 
disturbed and comparisons were made between this study and Bailey's. 
Next, for each of the seven andragogical dimensions, the range of 
scores, the mean scores and standard deviations were determined for each 
of the respondent groups as presented in Table 3. The multivariate 
analysis of variance test was computed to determine if there were 
significant overall differences among the mean scores of nurse faculty, 
registered nurse students and other adult learners for the set of seven 
dimensions. The univariate F test was used to identify significant 
differences among the groups on mean scores for the seven individual 
dimensions. In order to determine which specific group means were 
significantly different, the post-hoc Scheffe procedure was used. 
Finally, the respondent groups were compared with respect to their 
opinions of the importance of selected aspects of the andragogical 
dimensions of "Teach ingAearning Activities" and "Planning". 
Questionnaire items related to these dimensions directed the respondent 
to rank order most important factors from a list of several factors. 
The frequency distribution of number and percent from each group who 
ranked each item as first most important, second most important and 
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third most important were presented in a table. 
lest ion 3:—What are—the Relationships Between the Expressed 
—LGfS-gegardinc^-Selected Conditions for Adult Learning in 
Baccalaureate Nursing Programs and Selected Demographic Character!stirs 
of: a) Nurse Faculty; b) Registered Nurse Students; and, c) Other Adult 
Learners? In analysis of data related to this question, demographic 
data were described and presented in Table 16. Mean scores representing 
each of the seven dimensions of the Andragogical Process Model are 
presented according to sex, age, ethnicity and marital status of 
individuals for each respondent group. In addition, scores within each 
group were further examined in relation to other individual background 
character is i tics. For example, the mean scores for nurse faculty were 
broken down by basic nursing education, highest degree earned, years of 
experience at the present institution, total years in nursing education, 
years of experience in teaching adults in baccalaureate nursing 
education and percentage of time devoted currently to teaching 
undergraduate and graduate students. Mean scores for RN students and 
other adult learners were broken down by number of dependents, type of 
basic nursing education, year in the program, years of experience as a 
registered nurse, employment status and previous college experience. 
Thus, for each of the three groups, the seven dimensions were broken 
down by a total of 10 differenct factors. In all, 70 breakdowns 
occurred for each group, then the multivariate analysis of variance test 
was calculated to determine if there were any statistically significant 
overall differences among the groups in relation to dimension scores and 
group characteristics. 
CHAPTER IV 
analyses, findings and interpretation 
The purpose of this Chapter is to present the results of the study 
m response to the three research questions posed. These questions 
were: 
1* are the expressed beliefs of nurse faculty, registered 
nurse students and other adult learners in baccalaureate 
nursing programs regarding the importance of selected 
conditions for adult learning? 
2. What are the areas of difference among the beliefs of nurse 
faculty, registered nurse students and other adult learners 
related to selected conditions for adult learning? 
3. What are the relationships between the expressed beliefs 
regarding selected conditions for adult learning in 
baccalaureate nursing programs and selected demographic 
characteristics of: a) nurse faculty; b) registered nurse 
students; and, c) other adult learners? 
The statistical data for each question are presented, analyzed and 
discussed. 
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Question 1 
What are the Expressed Beliefs of Nurse Faculty, Registered 
Nurse Students and Other Adult Learners in Baccalaureate 
Nursing Programs Regarding the Importance of 
Selected Conditions for Adult Learning? 
The three groups surveyed were asked to respond to questionnaire 
items designed to elicit their expressed beliefs regarding the 
importance of selected conditions for adult learning. The five point 
Likert scale was collapsed into three categories: 1) an opinion of low 
inportance ("not important" and "of little importance"), 2) an opinion 
of medium importance ( 'important") and 3) an opinion of high importance 
("-very important" and "extremely important"). For each of the three 
groups, frequency distributions and the ranking of each item's 
importance are presented in Table 5, 6 and 7. 
Those items which received 51% or more responses in the high 
importance category and 51% or more in the low importance category will 
be considered important for discussion. For the purpose of this study, 
a response indicating an opinion of high importance will represent the 
view that this particular item should be an educational condition 
present as an integral part of a baccalaureate nursing program. 
Conversely, a response indicating an opinion of low importance will 
represent the view that this particular item should be reviewed as an 
educational condition in a baccalaureate nursing program. 
For additional analysis, the 51 items were ranked within each group 
based on the percent of responses falling into the high importance 
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category, if two or more items had the same percentages of responses in 
the high importance category, the tied items were assigned the average 
of the ranks they occupy. Thus, these rankings identify the relative 
importance of specific educational conditions as perceived by each of 
the three sample groups. The findings for this research question are 
presented for each of the sample groups: 1) nurse faculty; 2) 
registered nurse students; and, 3) other adult learners. 
Nurse Faculty 
In the questionnaire, respondents were asked to indicate on a five- 
point Likert scale how important they perceived each item (representing 
educational conditions) should be in a nursing program in relation to 
the adult learner. The frequency distribution of nurse faculty 
responses and the rank of each item's importance are presented in 
Table 5. Of the 77-79 nurse faculty responding to each item, 51% or 
more indicated that 32 of the 51 items were of high importance and thus 
should be conditions present in a baccaluareate program. Those items 
ranked as the top 10 are listed below in descending order according to 
the proportion of respondents perceiving the item to be of high 
importance. Following each abbreviated item and its rank, the 
percentage of responses, the related andragogical dimension and the item 
number are indicated in parentheses. 
1. Challenge examinations for general education; 
(88.6%, Diagnosis of Students' Learning Needs, 6(1)) 
2. Participatory course evaluation; 
(87.3%, Climate, 1(6)) 
Regular meetings of faculty and adult learners; 
(86.1%, Diagnosis of Students' Learning Needs 3(2)) 
3. 
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4. Self-directed learning focus; 
(83.3%, Design of Learning Experiences, 14) 
education in adult learning for nurse faculty; 
(82.3%, Climate, 4(2)) 
6.5 Financial aid; 
(81.8%, Planning, 7(8)) 
6.5 Clinical lab; 
(81.8%, Learning Activities and Resources, 18(9)) 
8. Challenge examinations for nursing courses; 
(81%, Diagnosis of Students' Learning Needs, 6(2)) 
9. Adult learner as a resource; and, 
(80.8%, Design of Lerning Experiences, 13) 
10. Recognize different learning styles. 
(79.5%, Design of Learning Experiences, 12) 
Of the nurse faculty responding to each item, 51% or more 
identified four items to be of low importance. Following each 
abbreviated item and its rank, the percentage of responses, the related 
androgogical dimension and the item number are indicated in parentheses. 
1. Course evaluation only by nurse faculty; 
(85.9%, Evaluation, 16) 
2. Budget planning; ' 
(83.5%, Climate, 1(7)) 
3. Separate nursing classes for adult learners; and, 
(73.4%, Planning, 7(6)) 
4. Distant student/faculty relationships. 
(69.6%, Climate, 8) 
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Table 5 
Frequency (f) of Nurse Faculty Responses to the 
Level of Importance of Items in the 
Seven Dimensions and the Rank of 
Each Item's Importance 
Item Abbreviated 
Number Item 
Low 
Responses 
% 
Medium 
% 
High 
f % 
Total 
Rank 
Climate 
1(1) General Program 
Planning 13 16.7 
(2) General Program 
Evaluation 5 6.3 
(3) Planning Course 
Content 21 26.9 
(4) Developing Teaching/ 
Learning Activities 14 17.7 
(5) Course Implementation 23 29.1 
(6) Participatory 
Course Evaluation 3 3.8 
(7) Budget Planning 66 83.5 
4(1) Req. Ed. in Adult 
Learning for 
Administrators 4 5.1 
(2) Req. Ed. in Adult 
Learning for 
Nurse Faculty 2 2.5 
5 Faculty Experience 
in Teaching Adults 3 3.8 
8 Distant Student/ 
Faculty Relationship 55 69.6 
40 51.3 25 32.1 78 41 
19 24.1 55 69.6 79 20 
37 47.4 20 25.6 78 44 
32 40.5 33 41.8 79 34 
30 38 26 32.9 79 39.5 
7 
1 
8.9 69 87.3 79 2 
10 12.7 3 3.8 79 49.5 
36 46.2 38 48.7 78 32 
12 15.2 65 82.3 79 5 
31 39.2 45 57.0 79 27 
19 24.1 5 
1 
6.3 79 
1 
48 
(continued next page) 
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Table 5, continued 
Item Abbreviated 
Number Item 
Low 
f % 
Responses_ 
Medium High 
f % f % 
Total 
f Rank 
Planning 
7(1) Flexible Admission 
Requirements 1 1.3 20 25.3 58 73.4 79 15.5 
(2) Flexibility within 
Nursing Course 
Requirements 17 21.8 19 24.1 42 53.8 78 29.5 
(3) Varied Learning 
Sites 12 15.4 22 28.2 44 56.4 78 27 
(4) Convenient Class 
Scheduling 3 3.8 19 24.1 57 72.2 79 17 
(5) Integrated Nursing 
Classes 20 25.3 29 36.7 30 38.0 79 36 
(6) Separate Nursing 
Classes for Adult 
Learners 58 73.4 9 11.4 12 15.2 79 47 
(7) Child Care Facilities 9 11.5 27 34.6 42 53.8 78 29.5 
(8) Financial Aid 2 2.6 12 15.6 63 81.8 77 6.5 
(9) Tutoral Assistance 6 7.6 24 30.4 49 62.0 79 24 
Diagnosis of Students' 
Learning Needs 
3(1) Regular Meetings of 
Administrators and 
Adult Learners 25 32.1 32 41.0 21 26.9 78 43 
(2) Regular Meetings of 
Faculty and Adult 
Learners 3 3.8 8 10.1 68 86.1 
79 
3 
(continued next page) 
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Table 5, continued 
Item 
Number 
Abbreviated 
Item 
Responses 
Low 
f % 
Medium 
f % 
Hiqh Total 
f % f Rank 
Diagnosis of Students' 
Learning Needs - Continued 
(3) Regular Meetings of 
Administrators, 
Faculty and Adult 
Learners 16 20.3 37 46.8 26 32.9 79 39.5 
6(1) Challenge Examinations 
for General Education 1 1.3 8 10.1 70 88.6 79 1 
(2) Challenge Examinations 
for Nursing Courses 3 3.8 12 15.2 64 81.0 79 8 
9 Student-Assessment 
of Own Learning 
Needs 1 1.3 19 24.4 58 74.4 78 13.5 
Formulation of Goals 
and Obiectives 
2 Consideration of 
Adult Learner-Needs 0 0.0 21 26.6 58 73.4 79 15.5 
10 Students Design 
Own Program 9 11.5 21 26.9 48 61.5 78 25 
11 Participatory 
Formulation of 
Objectives 3 3.8 22 28.2 53 67.9 78 22 
Desiqn of Learninq 
Experiences 
12 Recognize Different 
Learning Styles 2 2.6 14 17.9 62 79.5 78 10 
13 Adult Learner 
Experience as 
Resource 3 3.8 12 15.4 63 80.8 78 9 
(continued next page) 
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Table 5, continued 
Item Abbreviated 
Number Item 
Low 
f % 
Responses_ 
Medium Hiqh 
f % f % 
Total 
f Rank 
Design of Learning 
Experiences - Continued 
14 Self-Directed Learning 
Focus 1 1.3 12 15.4 65 83.3 78 4 
17(1) Individualized 
Assignments in 
Theory Classes 31 39.7 24 30.8 23 29.5 78 42 
(2) Individualized 
Assignments in 
College Nursing Lab. 8 10.3 24 30.8 46 59.0 78 26 
(3) Individualized 
Assignments in 
Clinical Lab. 2 2.6 15 19.2 61 78.2 78 11 
Learninq Activities 
and Resources 
18(1) Lecture 25 32.1 35 44.9 18 23.1 78 45 
(2) Lecture/Discussion 1 1.3 22 28.2 55 70.5 78 18.5 
(3) Team Teaching 19 24.4 31 39.7 28 35.9 78 37.5 
(4) Short-Term 
Conferences 5 6.4 23 29.5 50 64.1 78 23 
(5) Small Group Sessions 4 5.1 14 17.9 60 76.9 78 12 
(6) General Group 
Sessions 10 13.0 36 46.8 31 40.3 77 35 
(7) College Lab With 
Faculty Present 15 19.2 35 44.9 28 35.9 78 37.5 
(8) College Lab Without 
Faculty Present 31 39.7 32 41.0 15 19.2 78 46 
(continued next page) 
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Table 5, continued 
Item Abbreviated 
Number Item 
Low 
f % 
Responses 
Medium 
f % 
High 
f % 
Total 
f Rank 
Learning Activities 
and Resources - Continued 
(9) Clinical Lab 3 3.9 11 14.3 63 81.8 77 6.5 
(10) Case Studies 2 2.6 22 28.2 54 69.2 78 21 
(11) Role Play 12 15.4 26 33.3 40 51.3 78 31 
(12) Self-Paced Learning 
Modules 3 3.8 17 21.8 58 74.4 78 13.5 
(13) Audio-Visual 
Instruction 2 2.6 33 42.3 43 55.1 78 28 
(14) Independent Study 19 24.7 23 29.9 35 45.5 77 33 
Evaluation 
15 Participatory 
Evaluation Criteria 
Developemnt 5 64.1 19 24.4 54 70.5 78 18.5 
16 Course Evaluation 
only by Nurse 
Faculty 67 85.9 8 10.3 3 3.8 78 49.5 
Note. Lew = Not Important (1) , Of Little Importance (2); Medium = 
Important (3); High = Very Important (4), Extremely Important (5). 
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Registered Nurse Students 
The frequency distribution of the questionnaire responses of the 
registered nurse respondents and the rank of each item’s importance are 
presented in Table 6. Of the 98-100 subjects responding to each item, 
51% or more indicated that 32 of the 51 items were of high importance 
and thus should be conditions present in a baccalaureate program. Those 
items holding the top 10 ranks are listed below in descending order 
according to the proportion of respondents perceiving the item to be of 
high importance. Following each abbreviated item and its rank, the 
percentage of responses, the andragogical dimension and the item number 
are indicated in parentheses. 
1. Consideration of adult learner needs; 
(92%, Formulation of Goals and Objectives, 2) 
2. Required education in adult learning for nurse faculty; 
(90%, Climate, 4(2)) 
3. Faculty experience in teaching adults; 
(88.9%, Climate, 5) 
4. Convenient class scheduling; 
(84.8%, Planning, 7(4)) 
5.3 Challenge examinations for general education; 
(83.8%, Diagnosis of Students' Learning Needs, 6(1)) 
5.3 Challenge examinations for nursing courses: 
(83.8% Diagnosis of Students' Learning Needs, 6(2)) 
5.3 Lecture/discussion 
(83.8%, Learning Activities and Resources, 18(2)) 
8. Adult learner experience as a resource; 
(83 %, Design of Learning Experiences, 13) 
9. Regular meetings of faculty and adult learners; and, 
(81.4%, Diagnosis of Students' Learning Needs 3(2)) 
10. Participatory Course evaluation. 
(81%, Climate, 1(6)) 
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Table 6 
Frequency (f) of Responses of Registered Nurse Students 
to the Level of Importance of Items in 
the Seven Dimensions and the Rank of 
Each Item's Importance 
_Responses_ 
Item Abbreviated Low Medium Hiqh Total 
Number Item f % f % f % f ^ank 
Climate 
KD General Program 
Planning 7 8.0 35 35.4 57 57.6 99 23 
(2) General Program 
Evaluation 4 4.0 22 22.0 74 74.0 100 16.5 
(3) Planning Course 
Content 10 10.1 33 33.7 55 56.1 98 25 
(4) Developing Teaching/ 
Learning Activities 10 10.1 34 34.3 55 55.6 99 26 
(5) Course Implementation 12 12.0 43 43.0 45 45.0 100 32 
(6) Participatory Course 
Evaluation 3 3.0 16 16.0 81 81.0 100 9 
(7) Budget Planning 47 48.0 32 32.7 19 19.4 98 45 
4(1) Req. Ed. in Adult 
Learning for 
Administrators 1 1.0 24 24.0 75 75.0 100 14 
(2) Req. Ed. in Adult 
Learning for 
Nurse Faculty 0 0.0 10 10.0 90 90.0 100 2 
5 Faculty Experience 
in Teaching Adults 1 1.0 10 10.1 88 88.9 99 3 
8 Distant Student/ 
Faculty Relationship 71 71.0 21 21.0 8 1 8.0 100 49 
(continued next page) 
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Table 6, continued 
Item Abbreviated 
Number Item 
Responses_ 
Medium High Total 
f % f % f Rank 
Planning 
7(1) Flexible Admission 
Requirements 4 4.0 15 15.2 80 80.8 99 10 
(2) Flexibility within 
Nursing Course 
Requirements 21 21.2 18 18.2 60 60.6 99 22.5 
(3) Varied Learning 
Sites 8 8.0 18 18.2 73 73.7 99 18 
(4) Convenient Class 
Scheduling 4 4.0 11 11.1 84 84.8 99 4 
(5) Integrated Nursing 
Classes 62 62.6 20 20.2 17 17.2 99 46 
(6) Separate Nursing 
Classes for Adult 
Learners 32 32.3 15 15.2 52 52.5 99 28 
(7) Child Care Facilities 34 34.3 34 34.3 31 31.3 99 40 
(8) Financial Aid 5 5.2 21 21.9 70 72.9 96 19 
(9) Tutoral Assistance 10 10.1 38 38.4 51 51.2 99 29 
Diagnosis of Students' 
Learning Needs 
3(1) Regular Meetings of 
Administrators and 
Adult Learners 23 23.7 38 39.2 36 37.1 97 37.5 
(2) Regular Meetings of 
Faculty and Adult 
Learners 2 2.1 16 16.5 79 81.4 97 8 
(continued next page) 
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Table 6, continued 
Item Abbreviated 
Number Item 
Low 
f % 
Responses_ 
Medium Hiqh 
f % f % 
Total 
f Rank 
Diagnosis of Students' 
Learning Needs - Continued 
(3) Regular Meetings of 
Administrators, 
Faculty and Adult 
Learners 14 
6(1) Challenge Examinations 
for General Education 2 
(2) Challenge Examinations 
for Nursing Courses 3 
9 Student-Assessment 
of Own Learning 
Needs 4 
Formulation of Goals 
and Objectives 
2 Consideration of 
Adult Learner-Needs 0 
10 Students Design 
Own Program 5 
11 Participatory 
Formulation of 
Objectives 5 
Design of Learning 
Experiences 
14.0 35 35.0 51 51.0 100 30 
2.0 14 14.1 83 83.8 99 5.3 
3.0 13 13.1 83 83.8 99 5.3 
4.0 19 19.0 77 77.0 100 12 
0.0 8 8.0 92 92.0 100 1 
5.0 25 25.0 70 70.0 100 20 
5.0 21 21.0 74 74.0 100 16.5 
12 Recognize Different 
Learning Styles 3 3.0 22 22.2 74 74.7 99 15 
13 Adult Learner 
Experience as 
Resource 1 1.0 16 16.0 83 83.0 100 7 
(continued next page) 
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Table 6, continued 
_Responses_ 
Item Abbreviated Low Medium Hiqh Ibtal 
Number Item £ % f T £ » £-Sank 
Design of Learning 
Experiences - Continued 
14 Self-Directed Learning 
Focus 6 6.0 16 16.0 78 78.0 100 11 
17(1) Individualized 
Assignments in 
Theory Classes 25 25.5 32 32.7 41 41.8 98 34 
(2) Individualized 
Assignments in 
College Nursing Lab. 18 18.4 27 27.6 53 54.1 98 27 
(3) Individualized 
Assignments in 
Clinical Lab 7 7.1 16 16.3 75 76.5 98 13 
Learninq Activities 
and Resources 
18(1) Lecture 11 11.2 57 58.2 30 30.6 98 41 
(2) Lecture/Discussion 4 4.0 12 12.1 83 83.8 99 5.3 
(3) Team Teaching 24 24.5 37 37.8 37 37.8 98 36 
(4) Short-Term 
Conferences 8 8.1 31 31.3 60 60.6 99 22.5 
(5) Small Group Sessions 17 17.2 26 26.3 56 56.6 99 24 
(6) General Group 
Sessions 21 21.4 48 49.0 29 29.6 98 42 
(7) College Lab With 
Faculty Present 38 38.4 36 36.4 25 25.3 99 43 
(8) College Lab Without 
Faculty Present 60 60.6 26 26.3 13 13.1 99 47 
(continued next page) 
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Table 6, continued 
_Responses_ 
Item Abbreviated Low Medium Hiqh Total 
Number Item f % f %“ f % |-^ 
Learning Activities 
and Resources - Continued 
(9) Clinical Lab 24 24.7 37 38.1 36 37.1 97 37.5 
(10) Case Studies 19 19.2 42 42.4 38 38.4 99 35 
(11) Role Play 48 48.5 31 31.3 20 20.2 99 44 
(12) Self-Paced Learning 
Modules 20 20.8 33 34.4 43 44.8 96 33 
(13) Audio-Visual 
Instruction 16 16.7 36 37.5 44 45.8 96 31 
(14) Independent Study 33 33.3 33 33.3 33 33.3 99 39 
Evaluation 
15 Participatory 
Evaluation Criteria 
Developemnt 3 3.0 30 30.0 67 67.0 100 21 
16 Course Evaluation 
only by Nurse 
Faculty 77 77.8 13 13.1 9 9.1 99 48 
Note. Low = Not Important (1), Of Little Importance (2); Medium = 
Important (3); High = Very Important (4), Extremely Important (5). 
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Of the registered nurse students responding to each item, 51% or 
more identified five items to be of low importance. Following each 
abbreviated item and its rank, the percentage of responses, the related 
andragogical dimension and the item number are indicated in parentheses. 
1. Course evaluation only by nurse faculty; 
(77.8%, Evaluation, 16) 
2. Distant student/faculty relationship; 
(71%, Climate, 8) 
3. General program planning; 
(70.1%, Climate, 1(1)) 
4. Integrated nursing classes; and, 
(62.6%, Planning, 7(5)) 
5. College lab without faculty present. 
(60.6%, Learning Activities and Resources, 18(8)) 
Other Adult Learners 
The frequency distribution of the questionnaire responses of the 
other adult learner responses and the rank of each item’s importance are 
presented in Table 7. Of the 49-52 subjects responding to each item, 
51% or more indicated that 28 of the 51 items were of high importance. 
Those items holding the top 10 ranks are listed below in descending 
order according to the proportion of respondents perceiving the item to 
be of high importance. Following each abbreviated item and its rank, 
the percentage of responses, the andragogical dimension and the item 
number are indicated in parentheses. 
1. Consideration of adult-learner needs; 
(90.2%, Formulation of Goals and Objectives, 2) 
2. Lecture/discussion; 
(86%, Learning Activities and Resources, 18(2)) 
3. Faculty experience in teaching adults; 
(84.6%, Climate, 5) 
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4.5 Required education in adult learning for nurse 
(82.7%, Climate, 4(2)) faculty; 
4.5 Financial aid; 
(82.7%, Planning, 7(8)) 
6. Clinical lab; 
(77.6%, Learning Activities and Resources, 18(9)) 
7. Adult learner experience as a resource; 
(74.5%, Design of Learning Experiences, 13) 
8.5 Participatory course evaluation; 
(73.1%, Climate, 1(6)) 
8.5 Student assessment of own learning needs; 
(73.1%, Diagnosis of Students' Learning Needs, 9) 
10. Flexible admission requirements; and, 
(71.2%, Planning, 7(1)) 
Of the 49-52 other adult learners responding to each item, 51% or 
more identified six items to be of low importance. Following each 
abbreviated item and its rank, the percentage of responses, the related 
andragogical dimension and the item number are indicated in parentheses. 
1. Separate classes for adult learners; 
(73.1%, Planning, 7(6)) 
2.5 Distant student/faculty relationship; 
(69.2%, Climate, 8) 
2.5 Course evaluation only by nurse faculty; 
(69.2%, Evaluation, 16) 
4. Individualized assignments in theory class; 
(59.2%, Design of Learning Experiences, 17(1)) 
5. Budget planning; and, 
(58.8%, Climate, 1(7)) 
6. College lab without faculty present. 
(51%, Learning Activities and Resources, 18(8)) 
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Table 7 
Frequency (f) of Responses of Other Adult Learners 
to the Level of Importance of Items in 
the Seven Dimensions and the Rank of 
Each Item's Inportance 
Item Abbreviated 
Number Item 
_Responses_ 
Low Medium High Tbtal 
f % f % f % f Rank 
Climate 
1(1) General Program 
Planning 10 20.0 15 30.0 25 50.0 50 30.3 
(2) General Program 
Evaluation 4 7.8 15 29.4 32 62.7 51 19 
(3) Planning Course 
Content 14 27.5 16 31.4 21 41.2 51 39 
(4) Developing Teaching/ 
Learning Activities 9 17.3 18 34.6 25 48.1 52 32 
(5) Course Implementation 11 21.6 17 33.3 23 45.1 51 34.5 
(6) Participatory Course 
Evaluation 1 1.9 13 25.0 38 73.1 52 8.5 
(7) Budget Planning 30 58.8 14 27.5 7 13.7 51 49 
4(1) Req. Ed. in Adult 
Learning for 
Administrators 2 3.8 15 28.8 35 67.3 52 13 
(2) Req. Ed. in Adult 
Learning for 
Nurse Faculty 0 0.0 9 17.3 43 82.7 52 4.5 
5 Faculty Experience 
in Teaching Adults 2 3.8 6 11.5 44 84.6 52 3 
8 Distant Student/ 
Faculty Relationship 36 69.2 11 21.2 5 9.6 52 
I 
50 
(continue 
1 
id next page) 
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Table 7, continued 
Item Abbreviated 
Number Item 
_Responses_ 
low Medium High Total 
f % f % f % f Rank 
Planning 
7(1) Flexible Admission 
Requirements 4 7.7 11 21.2 37 71.2 52 10 
(2) Flexibility within 
Nursing Course 
Requirements 21 40.4 
(3) Varied Learning 
Sites 17 32.7 
(4) Convenient Class 
Scheduling 7 13.5 
(5) Integrated Nursing 
Classes 13 25.0 
(6) Separate Nursing 
Classes for Adult 
Learners 38 73.1 
(7) Child Care Facilities 8 15.7 
(8) Financial Aid 1 1.9 
(9) Tutoral Assistance 5 9.8 
Diagnosis of Students' 
Learning Needs 
3(1) Regular Meetings of 
Administrators and 
Adult Learners 17 33.3 
(2) Regular Meetings of 
Faculty and Adult 
Learners 5 9.6 
10 19.2 21 40.4 52 40 
13 25.0 22 42.3 52 38 
14 26.9 31 59.6 52 24 
9 17.3 30 57.7 52 25 
6 11.5 8 15.4 52 47 
12 23.5 31 60.8 51 23 
8 11.5 43 82.7 52 4.5 
13 25.5 33 64.7 51 14 
16 31.4 18 35.3 51 42 
14 26.9 33 63.5 52 16.5 
(continue id next page) 
87 
Table 7, continued 
Item Abbreviated 
Number Item 
_Responses_ 
low Medium High Total 
* f % f % f Rank 
Diagnosis of Students' 
Learning Needs - Continued 
(3) Regular Meetings of 
Administrators, 
Faculty and Adult 
Learners 15 29.4 13 25.5 23 45.1 51 34.5 
6(1) Challenge Examinations 
for General Education 3 5.9 13 25.5 35 68.6 51 12 
(2> Challenge Examinations 
for Nursing Courses 7 14.0 12 24.0 31 62.0 50 20.5 
9 Student-Assessment 
of Own Learning 
Needs 3 5.8 11 21.2 38 73.1 52 8.5 
Formulation of Goals 
and Obiectives 
2 Consideration of 
Adult Learner-Needs 2 3.9 3 5.9 46 90.2 51 1 
10 Students Design 
Own Program 6 11.5 19 36.5 27 51.9 52 28.5 
11 Participatory 
Formulation of 
Objectives 8 15.4 17 32.7 27 51.9 52 28.5 
Design of Learning 
Experiences 
12 Recognize Different 
Learning Styles 6 11.5 10 19.2 36 69.2 52 11 
13 Adult Learner 
Experience as 
Resource 2 3.9 11 21.6 
38 
74.5 51 7 
(continued next page) 
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Table 7, continued 
Item Abbreviated 
Number Item 
_Responses_ 
Low Medium High Total 
f % f % f % f Rank 
Design of Learning 
Experiences - Continued 
14 Self-Directed 
Learning Focus 8 15.4 12 23.1 32 61.5 52 22 
17(1) Individualized 
Assignments in 
Theory Classes 29 59.2 19 38.8 11 22.4 49 46 
(2) Individualized 
Assignments in 
College Nursing Lab 18 36.7 16 32.7 15 30.6 49 44.5 
(3) Individualized 
Assignments in 
Clinical Lab 9 18.4 12 24.5 28 57.1 49 26.5 
Learninq Activities 
and Resources 
18(1) Lecture 4 8.2 22 44.9 23 46.9 49 33 
(2) Lecture/Discussion 2 4.0 5 10.0 43 86.0 50 2 
(3) Team Teaching 13 26.5 21 42.9 15 30.6 49 44.5 
(4) Short-Term 
Conferences 10 20.0 15 30.0 25 50.0 50 30.3 
(5) Small Group Sessions 7 14.0 11 22.0 32 64.0 50 15 
(6) General Group 
Sessions 14 28.0 19 38.0 17 34.0 50 43 
(7) College Lab With 
Faculty Present 8 16.3 13 26.5 28 57.1 49 26.5 
(8) College Lab Without 
Faculty Present 25 51.0 17 34.7 7 14.3 49 48 
(continued next page) 
89 
Table 7, continued 
_Responses_ 
Item Abbreviated Low Medium Hiqh Total 
Number Item f % f % f % f Rank 
Learning Activities 
and Resources - Continued 
(9) Clinical Lab 1 2.0 10 20.4 38 77.6 49 6 
(10) Case Studies 4 8.0 15 30.0 31 62.0 50 20.5 
(11) Role Play 12 24.0 19 38.0 19 38.0 50 41 
(12) Self-Paced Learning 
Modules 11 22.0 14 28.0 25 50.0 50 30.3 
(13) Audio-Visual 
Instruction 9 18.4 18 36.7 22 44.9 49 36 
8 
(14) Independent Study 18 36.0 10 20.0 22 44.0 50 37 
Evaluation 
15 Participatory 
Evaluation Criteria 
Developemnt 6 11.5 13 25.0 33 63.5 52 16.5 
16 Course Evaluation 
only by Nurse 
Faculty 36 69.2 12 23.1 4 7.7 52 51 
Note. Low = Not Important (1), Of Little Importance (2); Medium = 
Important (3); High = Very Important (4), Extremely Important (5). 
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High Importance Items 
Of the top 10 ranking items in each group, 7 were agreed upon by RN 
students and the other adult learner group. These items included: 
"consideration of adult learner needs"; "required education in adult 
learning for nurse faculty"; "faculty experience in teaching adults"; 
challenge examinations for general education"; "lecture/discussion"; 
adult learner experience as a resource"; and "participatory 
evaluation". The 6 items agreed upon by the nurse faculty and RN 
student group included: "required education in adult learning for nurse 
faculty"; "challenge examinations for general education"; "challenge 
examinations for nursing courses"; "adult learners experience as a 
resource"; "regular meetings of faculty and adult learners"; and 
"participatory course evaluation". The nurse faculty and other adult 
learner groups agreed upon the following 7 items: "challenge 
examinations for general education"; "course evaluation"; "required 
education in adult learning for nurse faculty"; "financial aid"; 
"clinical lab"; "adult learner experience as a resource"; and 
"recognition of different learning styles". The findings reveal that 
there was agreement among the three groups on 4 of the top 10 ranking 
items. These four included: "required education in adult learning for 
nurse faculty"; "challenge examinations for general courses"; adult 
learner experience as a resource"; and, "participatory course 
evaluation". 
In relation to the ranking of perceptions of importance of the top 
10 items, the RN students and other adult learner groups were more 
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similar than any other combination of these groups. For example, the RN 
students and other adult learner groups ranked "consideration of adult 
learner needs" as number one while nurse faculty did not include this 
item in their top 10. 
low Importance Items 
In relation to the items perceived by 51% or more respondents to be 
of low importance as educational conditions in baccalaureate nursing 
programs, the RN students and other adult learner groups agreed on 3 
items as being of low importance. These items included: "course 
evaluation only by nurse faculty"; "distant social relationships among 
faculty and students"; and, "college lab without faculty present". The 
RN students and the nurse faculty group agreed on the 2 items of "course 
evaluation only by nurse faculty" and "distant social relationships 
among faculty and students". The other adult learners and the nurse 
faculty group agreed on the 3 items of "course evaluation only by nurse 
faculty", "distant social relationships among faculty and students" and 
"separate classes for adult learners". All three groups agreed on the 
low importance of the 2 items of "course evaluation only by nurse 
faculty" and "distant social relationships among faculty and students". 
This finding could suggest that the three groups think that adult 
learners should participate in course evaluation and that relationships 
among faculty and students should be on a level in which the learners 
feel respected and equal. 
Of the groups indicating perceptions of low importance, the nurse 
faculty and other adult learner group were most similar in ranking of 
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the items agreed upon. 
The overall findings are consistent with those of Bailey's study 
(1982). That is, the 10 most important items indicated for the RN 
students and nurse faculty group are similar, as are the least important 
items. One important difference noted between the results of these two 
studies was that the nurse faculty in this study did not include 
consideration of adult learner needs as one of the most important items, 
which is contrary to Bailey's study. This item, along with another item 
(flexible admission requirements), was tied for the fifteenth position 
as ranked by this sample of nurse faculty. 
- Another difference noted was that this study's RN group did not 
identify financial aid as one of the most important items as did the RNs 
in Bailey's study. These RNs ranked this item as number 19. This 
finding has several possible explanations. First, this group placed 
more importance on other substantive items such as those in the ranks 
ranging from 11-18. These were: "a self-directed learning focus", 
"student assessment of own learning needs", "individualized clinical 
assignments", "requirement of education for administrators related to 
adult learning", "recognition of different learning styles", 
"participation in establishing goals and objectives", "participation in 
general program evaluation" and "use of various clinical learning 
sites". Second, the lower ranking of financial aid might also indicate 
that RNs are receiving more tuition reimbursement from their employers 
than in the past due to the nursing profession's recommendation that a 
bachelor of science in nursing be required for entry into practice. 
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Another possible explanation, supported by Murdock (1986), might be that 
RN students rely heavily on their current earnings and savings, and pay 
on an installment basis for tuition costs. In many cases RNs are 
working full time because of fear of losing their jobs and to meet 
financial demands, therefore they may not be eligible for financial 
assistance from the college they attend. 
Question 2 
What are the Areas of Difference Among the Beliefs of Nurse 
Faculty, Registered Nurse Students and Other Adult 
Learners Related to Selected Conditions 
for Adult Learning? 
Analysis of data related to this question included comparisons of 
the respondent groups' beliefs on three levels. The first level was 
based on the comparison of expressed beliefs regarding the importance of 
the practice of each of the andragogical process model dimensions in 
baccalaureate nursing programs. The second level analyzed the 
importance of individual questionnaire items of the seven dimensions as 
reported by the entire group of respondents. 
The third level compared the groups with respect to their opinions 
of the importance of selected aspects of the dimensions of 
TeachingAearning Activities and Planning. Questionnaire items related 
to these dimensions directed respondents to rank order most important 
factors from a list of several factors. The frequency distribution of 
the number and percent from each respondent group who ranked each item 
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as first most important, second most important and third most important 
was obtained. 
The Seven Dimensions of the Andragogical Process Model 
Scale scores for the dimensions of the andragogical process model 
were determined by adding the number circled on the questionnaire for 
each item using the five point Likert scale. The seven dimension scales 
are comprised of a specific number of items. The scale measuring 
"Climate" has 11 items; the "Planning" scale has 9 items; the "Diagnosis 
of student s learning needs" scale has 6 items; the "Formulation of 
goals and objectives" scale, 3 items; the "Design of learning 
activities" scale, 6 items; the "Learning activities and resources" 
scale, 14 items; and, the "Evaluation" scale, 2 items. Scale scores for 
each dimension were calculated only for those subjects who provided 
valid responses to each of the items in the scale. Frequency 
distributions of the raw scores, the means and standard deviations for 
the seven dimensions for each respondent group are presented in appendix 
E. 
/ 
The multivariate analysis of variance was used to determine if 
there were significant overall differences among the mean scores of all 
groups for the set of seven dimensions. Statistically, there were 
significant overall differences (F14, 434 = 7.07, p < .0005). The 
univariate analysis of variance F test was then used to identify the 
significant differences among the groups on the mean scores for the 
seven individual dimensions. Tables 8 through 14 present the mean 
scores, ranges and standard deviations for each group on each dimension 
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scale, along with a summary of the analysis of variance and the post-hoc 
Scheffe contrasts. Findings for each of the seven andragogical 
dimensions will be presented. 
Climate. Scores for the dimension of climate, with 11 items, have 
a potential range of 11-55. The reported range of scores for this 
dimension was 19-53 for nurse faculty, 27-53 for RN students, and 24-52 
for other adult learners. The 79 nurse faculty had a mean of 36.18 with 
a standard deviation of 4.90. The 100 RN students had a mean of 40.47 
with a standard deviation of 5.68. With a mean of 37.75, the other 
adult learners had the largest standard deviation of 6.36. Along with 
these findings, Table 8 presents the analysis of variance summary and 
the post-hoc Scheffe procedure results. 
The analysis of variance revealed a significant difference among 
the means for the dimension of Climate (F=13.44, p<.0001). It should be 
noted that even though the level of the F statistic appears extremely 
significant, the means only vary approximately one to three and one half 
points. As a result, differences which appear highly significant 
statistically are actually moderate in size. The post-hoc Scheffe 
procedure revealed that there was a significant difference in the 
perception of importance of Climate between the RN students in subset 2 
and the nurse faculty and between the RN students and other adult 
learners. No significant difference was revealed between the nurse 
faculty and other adult learners; both had significantly lower mean 
scores than RN students. 
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Table 8 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
for the Dimension of Climate with Summary of 
ANOVA and Post-Hoc Scheffe Procedure 
Group 
N Range of Standard 
Responding_Dimension Scores Mean Dev i at ion 
Nurse Faculty 79 19-53 36.18 4.90 
Registered Nurse 
Students 100 27-53 40.47 5.68 
Other Adult Learners 52 24-52 37.75 6.36 
Summary of Analysis of Variance of the Dimension of Climate 
Sum of Degrees of Mean F Significance 
Source_Squares Freedom Square Statistic Level of F 
Between Groups 840.76 2 420.38 13.44 p<.0001 
Within Groups 7130.18 228 31.27 
Total 7970.94 230 
*Post-Hoc Scheffe Procedure (alpha = .05) 
Subset 1 
Other Adult 
Learners: Mean = 37.75 
4.90) (Standard Deviation = 6.36) 
Subset 2 
Registered 
Nurse Students: Mean = 40.47 
(Standard Deviation = 5.68) 
* Means appearing in the same subset are not significantly different 
from each other; means not appearing in the same subset are 
significantly different. 
Nurse 
Faculty: Mean = 36.18 
(Standard Deviation = 
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From these results, it was concluded that RN students perceive the 
Climate dimension to be of greater importance in a nursing program than 
did the nurse faculty and other adult learners. That is, RN students 
have a strong belief that a psychological and physical learning 
environment should be established to help adult learners feel 
acceptance, respect and support, a sense of mutuality between the 
teacher and learner as joint inquirers, and a feeling of freedom to 
participate without ridicule and punishment. With these conditions 
present, the process of self-directed, problem oriented learning may be 
promoted as a realistic goal. Support for this finding was found in 
several studies (Bailey, 1982; Brundage, 1980; Cross, 1981; Dear, 1984; 
Knowles, 1984; Knox, 1980; Roberts, 1978; Sewall, 1982, and Tough 1979). 
Planning. Scores for the dimension of Planning, with 9 items, have 
a potential range of 9 to 45. The reported range of scores for this 
dimension was 20-41 for nurse faculty, 20-45 for RN students, and 18-43 
for other adult learners. The 79 nurse faculty had a mean of 31.99 with 
a standard deviation of 4.87. The 99 RN students had a mean of 32.83 
with a standard deviation of 5.15. The 52 other adult learners had a 
mean of 31.04 with the largest standard deviation of 5.98. These 
findings, along with the analysis of variance summary are presented in 
Table 9. 
Statistically, there were no significant differences among the 
group means for this overall dimension related to planning policies for 
nursing programs with adult learners (F=2.02, p<.1348). These findings 
were not expected based on the results of a previous large scale study 
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Table 9 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
for the Dimension of Planning with Summary of 
ANCJVA and Post-Hoc Scheffe Procedure 
Group Responding 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 79 20-41 31.99 4.87 
Registered Nurse 
Students 99 20-45 32.83 5.15 
Other Adult Learners 52 18-43 31.04 5.98 
Summary of Analysis of Variance of the Dimension of Planning 
Sum of Degrees of Mean F Significance 
Source_Squares Freedom Square Statistic Level of F 
Between Groups 111.83 2 55.92 2.02 p<.1348 
Within Groups 6274.99 227 27.64 
Total 6386.82 229 
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in which RN students had a statistically higher mean score for this 
dimension than nurse faculty (Bailey, 1982). The closer agreement on 
this dimension in this study may be an indication that with the 
increasing numbers of RN students and other adult learners in 
baccalaureate nursing programs, the faculty are becoming increasingly 
aware of such planning needs as flexible admission requirements, 
convenient class scheduling, flexibility within nursing course 
requirements, use of varied learning sites, financial aid and tutoral 
assistance. Consideration of these needs as desirable learning 
conditions for adult learners has been reported in the literature by 
leading theorists over the past two decades (Brundage, 1980; Cross, 
1981; Knowles, 1984; Knox, 1980, and Tough, 1979). 
Although progress may seem apparent in responding to the need for 
the learning conditions conprising the planning dimension, a recent 
study based on perceptions of RN students who graduated from a 
baccaluareate program indicates there is a need to focus on further 
establishment of the policy planning issues for adult learners (Murdock, 
1986). 
Diagnosis of student's learning needs. Scores for the dimension of 
diagnosis of student's learning needs, with six items, have a potential 
range of 6 to 30. The reported range of scores for this dimension was 
16-30 for nurse faculty, 15-30 for RN students, and 7-29 for the other 
adult learners. The 79 nurse faculty had a mean of 22.97 with a 
standard deviation of 3.38. The 100 RN students had a mean of 23.61 
with a standard deviation of 3.88. The 52 other adult learners had a 
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mean of 21.63 with the largest standard deviation of 4.52. These 
findings, along with the analysis of variance summary and the post-hoc 
Scheffe procedure results are presented in Table 10. 
The analysis of variance revealed a statistically significant 
difference among the group means in this overall dimension related to 
the identification of learning needs through the use of regular meetings 
between and among the groups, challenge examinations for general 
education and nursing courses and the student's assessment of his or her 
own learning needs (F=4.453, p<.0128). The post-hoc Scheffe procedure 
revealed that there was a statistically significant difference in the 
perception of importance of this dimension between the other adult 
learners and the RN students. The RN students had a statistically 
significant higher mean (approximately 2 points) than the other adult 
learners. 
From these results, it was concluded that the RN students viewed 
this dimension to be a condition of greater importance than did the 
other adult learners. The nurse faculty rated it as slightly less 
important than did the RN students yet, slightly more important than did 
the other adult learners. 
Formulation of goals and objectives. Scores for the dimension of 
formulation of goals and objectives, with three items, have a potential 
range of 3 to 15. The reported range of scores for this dimension was 
5-15 for nurse faculty, 8-15 for RN students, and 5-15 for the other 
adult learners. The 79 nurse faculty had a mean of 11.63 with a 
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Table 10 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
for the Dimension of Diagnosis of Learning Needs with 
Summary of ANOVA and Post-Hoc Scheffe Procedure 
Group Respondinq 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 79 16-30 22.97 3.38 
Registered Nurse 
Students 100 15-30 23.61 3.88 
Other Adult Learners 52 7-29 21.63 4.52 
Summary of Analysis of Variance of the Dimension of 
Diagnosis of Learning Needs 
Source 
Sum of 
Squares 
Degrees of 
Freedom 
Mean 
Square 
F 
Statistic 
Significance 
Level of F 
Between Groups 133.58 2 66.79 4.453 p<.0128 
Within Groups 3419.80 228 15.00 
Total 3553.38 230 
*Post-Hoc Scheffe Procedure (alpha = .05) 
Other Adult 
Learners: Mean = 21.63 
(Standard Deviation = 4.52) 
Subset 1 
Nurse 
Faculty: Mean = 22.97 
(Standard Deviation = 3.38) 
Nurse 
Faculty: Mean = 22.97 
(Standard Deviation = 3.38) 
Subset 2 
Registered Nurse 
Students: Mean = 23.61 
(Standard Deviation = 3.88) 
* Msans appearing in the same subset are not significantly different 
from each other; means not appearing in the same subset are 
significantly different. 
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standard deviation of 2.04. The 100 RN students had a mean of 12.77 
with a standard deviation of 1.85. The other adult learners had a mean 
of 11.65 and a standard deviation of 2.59. These findings, along with 
the analysis of variance summary and the post-hoc Scheffe procedure 
results are presented in Table 11. A comparison of the standard 
deviations reveals that there is greater homogeneity of responses within 
the RN student sample. 
The analysis of variance revealed significant differences among the 
group means for this overall dimension related to consideration of adult 
learner needs and mutual planning in the formulation of educational 
goals and objectives (F=8.19, p<.0005). The post-hoc Scheffe procedure 
revealed that there was a statistically significant difference in the 
perception of importance of this dimension between the nurse faculty and 
between the other adult learners and the RN students. The RN students 
had the highest mean score which was approximately one point higher than 
each of the other groups. 
These findings indicate that RN students feel stronger about having 
adult learner needs and mutual planning considered in the process of 
formulating educational goals and objectives. It is interesting to note 
that the mean scores for nurse faculty and RN students are supported by 
a recent study in which basically, the same questionnaire was used 
(Bailey, 1982). The study reported that nurse faculty received a mean 
of 11.44 and the RN students had a mean of 12.33. These scores differ 
from the present study by less than one-half of a point. 
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Table 11 
ftem Scores Ranges and Standard Deviations of Respondent Groups 
E°r • ^Dimension of Formulation of Goals and Objectives 
with Summary of ANOVA and Post-Hoc Scheffe Procedure 
Group 
IN 
Responding 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 79 5-15 11.63 2.04 
Registered Nurse 
Students 100 8-15 12.77 1.85 
Other Adult Learners 52 5-15 11.65 2.59 
Summary of Analysis of Variance of the Dimension of 
Formulation of Goals and Objectives 
Source 
Sum of 
Squares 
Degrees of 
Freedom 
Mean 
Square 
F 
Statistic 
Significance 
Level of F 
Between Groups 72.27 2 36.14 8.19 p<.0005 
Within Groups 1005.83 228 4.41 
Total 1078.10 230 
*Post-Hoc Scheffe Procedure (alpha = .05) 
Subset 1 
Nurse Other Adult 
Faculty: Mean = 11.63 Learners: Mean = 11.65 
(Standard Deviation = 2.04) (Standard Deviation = 2.59) 
Subset 2 
Registered 
Nurse Students: Mean = 12.77 
(Standard Deviation = 1.85) 
* Means appearing in the same subset are not significantly different 
from each other; means not appearing in the same subset are 
significantly different. 
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Design of learning experiences. Scores for the dimension of design 
of learning experiences, with six items, have a possible range of 6 to 
30. The reported range of scores for this dimension was 11-30 for nurse 
faculty, 13-30 for RN students and 5-29 for the other adult learners. 
The 79 faculty had a mean of 23.13 with a standard deviation of 4.23. 
The 100 RN students had a mean of 23.32 with a standard deviation of 
4.15. The other adult learners had a mean of 20.56 and a standard 
deviation of 4.95. These findings, along with the analysis of variance 
summary and the post-hoc Scheffe procedure results are presented in 
Table 12. 
The analysis of variance revealed statistically significant 
differences among the group means for this overall dimension related to 
a focus on self-directed learning with individualized assignments, 
recognition of different learning styles and use of the adult learner's 
experience as a resource (F=7.62, p<.0007). The post-hoc Scheffe 
procedure indicated that there was a statistically significant 
difference in the perception of importance in this dimension between the 
RN students and other adult learners and between the nurse faculty and 
the other adult learners. Both the nurse faculty and the RN student 
group had a mean score which was approximately 3 points higher than the 
score of the other adult learners. 
These findings are consistent with the review of the literature 
related to adult learning in which theorists propose that based on the 
maturity, experience and learning styles of the adult learner, faculty 
should establish a participatory relationship with students to design 
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Table 12 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
for the Dimension of Design of Learning Experiences with 
Summary of ANOVA and Post-Hoc Scheffe Procedure 
Group 
N 
Responding 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 79 11-30 23.13 4.23 
Registered Nurse 
Students 100 13-30 23.32 4.15 
Other Adult Learners 52 5-29 20.56 4.95 
Summary of Analysis of Variance of the Dimension of 
Design of Learning Experiences 
Source 
Sum of 
Squares 
Degrees of 
Freedom 
Mean 
Square 
F 
Statistic 
Significance 
Level of F 
Between Groups 290.40 2 145.20 7.62 p<.0007 
Within Groups 4347.32 228 19.07 
Total 4637.72 230 
*Post-Hoc Scheffe Procedure (alpha = .05) 
Nurse 
Faculty: Mean = 23.13 
(Standard Deviation = 4.23) 
Subset 1 
Registered Nurse 
Students: Mean = 23.32 
(Standard Deviation = 4.15) 
Subset 2 
Other Adult 
Learners: Mean = 20.56 
(Standard Deviation = 4.95) 
* Means appearing in the same subset are not significantly different 
from each other; means not appearing in the same subset are 
significantly different. 
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meaningful learning experiences (Bailey, 1982; Cross, 1981; Hopkins, 
1982 and Knowles, 1984) . One possible reason for the lower mean for the 
other adult learners may be related to group's lack of experience in the 
field of nursing. 
Learning activities and resources. Scores for the dimension of 
learning activities and resources, with 14 items, have a possible range 
of 14 to 70. The reported range of scores for this dimension was 29-70 
for nurse faculty, 30-62 for RN students and 37-65 for the other adult 
learners. The 78 faculty had a meean of 49.88 with a standard deviation 
of 7.75. The 99 RN students had a mean of 45.09 with a standard 
deviation of 6.57. The other adult learners had a mean of 48.28 and a 
standard deviation of 5.62. The standard deviations suggest that the 
sample of other adult learners and RN students may be more homogeneous 
in their responses than the faculty sample. These findings, along with 
the analysis of variance summary and the post-hoc Scheffe procedure 
results are presented in Table 13. 
The analysis of variance revealed statistically significant 
differences among the group means for this overall dimension related to 
teaching/learning methodologies (F=11.28, p<.0001). The post-hoc 
Scheffe procedure demonstrated a statistically significant difference 
between the RN students and the other adult learners and between the RN 
students and the nurse faculty regarding the perceived importance of 
this dimension. The RN students' mean was 3-4 points less than each of 
the other groups. 
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Table 13 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
for the Dimension of Learning Activities and Resources with 
Summary of ANOVA and Post-Hoc Scheffe Procedure 
Group 
N 
Respondinq 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 78 29-75 49.88 7.75 
Registered Nurse 
Students 99 30-62 45.09 6.57 
Other Adult Learners 50 37-65 48.28 5.62 
Summary of Analysis of'Variance of the Dimension of 
Learning Activities and Resources 
Source 
Sum of 
Squares 
Degrees of 
Freedom 
Mean 
Square 
F 
Statistic 
Significance 
Level of F 
Between Groups 1047.7 2 523.86 11.28 p<.0001 
Within Groups 10404.22 224 46.45 
Total 11451.95 226 
*Post-Hoc Scheffe Procedure (alpha = .05) 
Subset 1 
Registered Nurse 
Students: Mean = 45.09 
(Standard Deviation = 6.57) 
Subset 2 
Other Adult Nurse 
Learners: Mean = 48.28 Faculty: Mean = 49.88 
(Standard Deviation = 5.62) (Standard Deviation = 7.75) 
* Means appearing in the same subset are not significantly different 
from each other; means not appearing in the same subset are 
significantly different. 
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Evaluation. Scores for the dimension of evaluation, with two 
items, had a potential range of 2-10. The reported range for this 
dimension was 3-9 for nurse faculty, 3-9 for RN students and 3-9 for the 
other adult learners. The 78 nurse faculty had a mean of 5.60 with a 
standard deviation of 1.17. The 100 RN students had a mean of 5.97 with 
a standard deviation of 1.33. The 52 other adult learners had a mean of 
5.80 and a standard deviation of 1.30. These findings, along with the 
analysis of variance summary are presented in Table 14. 
There were no significant differences among the group means for 
this overall dimension related to the participation of adult learners in 
developing criteria to evaluate individual learning progress (F=1.84, 
p<.1618). A lower percentage than was expected of each sample 
(63.5%-70.5%) agreed that this aspect of evaluation should be of high 
importance in a baccalaureate nursing program with adult learners (see 
Appendix G). 
These results do not lend strong support to the findings of studies 
which indicate that adult learners should share responsibilities in the 
process of mutual evaluation of individual learning progress (Bailey, 
1982; Tough, 1979; Hopkins, 1982 and Knox, 1978). Leading theorists 
contend that as adult learners become involved in learning for credit, 
they have a continued need to be seen by others as self-directing and 
capable of assuming increasing responsibility for the direction and 
evaluation of their learning activities (Cross, 1981; Knowles, 1980, 
1984; Knox, 1978 and Tough, 1979). 
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Table 14 
Mean Scores, Ranges and Standard Deviations of Respondent Groups 
or the Dimension of Evaluation with Summary of 
ANOVA and Post-Hoc Scheffe Procedure 
Group 
IN 
Respondinq 
Range of 
Dimension Scores Mean 
Standard 
Deviation 
Nurse Faculty 78 3-9 5.60 1.17 
Registered Nurse 
Students 100 3-9 5.97 1.33 
Other Adult Learners 52 3-9 5.80 1.30 
Summary of Analysis of Variance of the Dimension of Evaluation 
Sum of Degrees of Msan F Significance 
i®Squares Freedom Square Statistic Level of F 
Between Groups 5.92 2 2.96 1.84 p<.1618 
Within Groups 365.67 227 1.61 
Total 371.59 229 
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Conparison of Respondent Groups on Individual Items 
Individual questionnaire items of the seven andragogical dimensions 
were compared among all groups in terms of their importance rating. Of 
those items receiving 51% or more in the high importance category or 51% 
or more in the low importance category, discussion will focus on the 
items for which there was strong agreement among the three groups, as 
well as items for which there was strong disagreement. 
A cross-tabulation of the frequency, percentage and rank of 
responses to the 51 items for all groups along with the chi square tests 
of significance, is presented in appendix G. The chi square tests 
revealed statistically significant differences among the groups on 29 of 
the items. Since relatively small differences in frequency of responses 
from group to group could result in significant statistical tests, the 
percentage of responses will be utilized to identify and compare those 
items for which a substantial number of group respondents consider to be 
of high and low importance. 
Items rated in the high importance category by all groups combined. 
Analyses indicated that there were 22 items rated in the high importance 
category by 51% or more of the respondents in each of the three groups. 
For discussion purposes, the top 10 ranking items agreed upon by all 
groups will be considered. 
The 10 items perceived as the most important conditions which 
should be present in baccalaureate nursing programs with adult learners 
included the following: 
Ill 
1. Consideration of adult learner needs; 
2. Required education in adult learning for nurse faculty; 
3. Challenge examinations for general education courses; 
4. Lecture/discussion as a teaching method; 
5. Experience of adult learners as a resource; 
6. Financial aid; 
7. Participatory course evaluation; 
8. Faculty experience in teaching adults; 
9. Regular meetings of nurse faculty and adult learners; 
and, 
10. Challenge examinations for nursing courses. 
It -is of interest to note that most of the items are related to the 
dimensions of climate and diagnosis of learning needs. Both dimensions 
place emphasis on active participation of the learner in a supportive 
environment and recognition of prior life experiences. 
These findings are consistent with several educational conditions 
proposed by Knowles (1984, 1980) to be important in adult learning. 
Bailey's study (1982) reported similar findings in that the 10 items 
perceived by three groups (administrators of nursing programs, nurse 
faculty and RN students) to be essential in nursing programs with RN 
students included five items that were identified in this study. These 
five items were "participatory course evaluation", "challenge 
examinations for general education courses", "challenge examinations for 
"financial aid and student experience as a resource". nursing courses", 
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~^ems———which—there was strong disagreement. In order to 
determine the items for which there was the most disagreement on their 
importance among the groups, the results of the chi square tests along 
with consideration of the percentage of responses in the high importance 
category were utilized. A total of nine items were identified. Of 
these, strong disagreement occurred on three items in the dimension of 
Climate, two in Planning, one in the Formulation of goals and objectives 
and three in Learning activities and resources. These specific items 
are: 
1. Participation in planning course content; 
2. Participation in budget planning; 
- 3. Faculty experience in teaching adults; 
4. Both adult learners and traditional younger students in 
the same nursing classes; 
5. Adult learners and traditional younger students in 
separate nursing class; 
6. Consideration of adult learner needs; 
7. College lab experience with faculty present as a 
teaching method; 
8. Clinical lab experience in non-college facilities as a 
teaching method; and, 
9. Pole play as a teaching method. 
interesting to note that two items which were indicated as 
highly important by over 51% of the respondents in each group were also 
items in which there was strong disagreement among the groups. While 
88.9% of the RN students and 84.6% of the other adult learners perceived 
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faculty experience in teaching adults" as highly important, only 57.0% 
of the nurse faculty viewed this item as highly important. In 
"consideration of adult learner needs", 92.0% of the RN students and 
90.2% of the adult learners felt this item was highly important compared 
to only 73.4% of the nurse faculty. 
These items were examined further to determine differences among 
the groups in terms of percentage of responses in the high importance 
category for each group utilizing p<.0005. For the item of 
"participating in planning course content", 56.1% of the RN students and 
41.2% of the other adult learners perceived this as highly important but 
only 25.6% of the nurse faculty considered it as highly important. With 
respect to participation of the adult learner in budget planning, 19.4% 
of the RN students and 13.7% of the other adult learners viewed this as 
highly important compared to only 3.8% of the nurse faculty. For the 
item of "faculty experience in teaching adults", 88.9% of the RN 
students and 84.6% of the other adult learners believed this to be 
highly important compared to 57.0% of the nurse faculty. In relation to 
"adult learners and younger students being in the same nursing classes", 
57.7% of the other adult learners and 38.0% of the nurse faculty 
considered this highly important compared to 17.2% of the registered 
nurses. For the item of "adult learners and younger students in 
separate classes", 52.5% of the RN students viewed this as highly 
important compared to 15.4% of the other adult learners and 15.2 % of 
the nurse faculty. This finding may indicate that other adult learners 
probably benefit from the presence of RN students, but it is uncertain 
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if the FNs benefit from the presence of younger students or those 
without experience. 
In consideration of adult learner needs, 92.2% of the RN students 
and 90.2% of the other adult learners perceived this to be highly 
important compared to 73.4% of the nurse faculty. "College lab 
experience with faculty present" as a teaching method was viewed to be 
highly important by 57.1% of the other adult learners compared to 35.9% 
of the nurse faculty and 25.3% of the RN students. "Clinical lab 
experience in non-college facilities" was perceived as highly important 
by 81.8% of the nurse faculty and 77.6% of the other adult learners 
compared to 37.1% of the RN students. And with respect to "role play" 
as a teaching method, 51.3% of the nurse faculty viewed this as highly 
important compared to 38.0% of the adult learners and only 20.0 % of the 
RN students. 
Other items in which there were strong differences among the groups 
at the pc.OOl level regarding the importance of educational conditions 
that should be present in nursing programs included one method of 
teaching in the dimension of Learning activities and resources and one 
item in the dimension of Planning. In the use of "case studies" as a 
teaching method and learning activity, 69.2% of the nurse faculty and 
62.0% of the other adult learners saw this a highly important compared 
to only 38.4% of the RN students. For the planning item of "convenient 
class scheduling", 84.8% of the RN students and 72.2% of the nurse 
faculty viewed this as highly important compared to 59.6% of the other 
adult learners. 
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These data suggest that nurse faculty differed significantly with 
the other groups regarding the importance of several specific learning 
conditions as indicated by the number of responses in the high 
importance and low importance categories. In contrast with the 
faculty's view of low importance of the following items, the RN students 
and other adult learners agreed on their high importance: 1) 
participation in planning course content; 2) participation in budget 
planning; 3) faculty experience in teaching adults; 4) adult learners 
and traditional students in separate classes; and, 5) consideration of 
adult learner needs. Nurse faculty and the RN students agreed that 
"convenient class scheduling" was of high importance while the other 
adul-t learners considered this item of low importance. These findings 
are consistent with Knowles' (1980) assumptions about the adult 
learner's need to be self-directed, respected for their accumulated life 
experiences and to have their needs considered in scheduling of classes 
and overall planning. 
The faculty and other adult learners indicated that "college lab 
experience with faculty present" and "use of case studies" as a teaching 
method were of high importance while the RN students viewed this item to 
be of low importance. The RNs' view is most probably due to their 
perception that these experiences might be repetitive of their previous 
experience. 
It is interesting that faculty considered "role play" as a teaching 
method to be of high importance in contrast to the RN students and other 
adult learners who view the item to be of low importance. This finding 
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may suggest that adult learners feel more secure with less participative 
teaching/learning methods that they have experienced previously. 
Cgnparison of Respondent Groups Who Ranked Selected Teaching/Learning 
Methods and Planning Aspects as First, Second or Third Most IrnpnrK-mf 
Responses of the three groups were compared using frequency 
distributions. The number of respondents who ranked each item as first 
most important, second most important or third most important is 
presented in Tables 15 through 18. The purpose of this comparison was 
to identify those teaching/learning methods and planning aspects which 
the largest proportion of respondents from each group perceived as the 
first, second or third most important in a baccalaureate nursing 
program. 
Teaching/learning methods. The frequency of responses from each 
group ranking each item as first, second or third most important are 
presented in Table 15. Only those subjects who provided valid responses 
were considered in tabulating the frequency distributions. The 
teaching/learning methods with the greatest totals in each of categories 
of first, second or third most important for each group are identified 
in the table with an asterisk (*) . These methods are described below 
with the total frequency of responses for the first, second or third 
most important categories indicated in the table. 
Of the 79 nurse faculty, 26 ranked the lecture/discussion teaching 
learning method as first most important, 20 ranked small group sessions 
as the second most important method and 13 ranked independent study as 
117 
C 
0) 
0) 
P 
P 
s •a 
0 c 
b 0 
o 
n d) 
(D w 
M 
C % 
(0 p 
OS to 
P p 
0 •H d 
x: b (fl 
2 p 
CO p 
CO (0 0 
- p a 
m d to e 
ri a) TJ M 
Tl 0 
<U d x: P 
H 0 p (0 
X> a <u 0 
(0 to s s 
H <u 
os a T3 
d 
a *h •H 
d d x: 
0 p H 
p (0 
o (D P 
o 
P \ 
O 0) 
d 
W *rt 
<1) X! 
•H O 
O 03 
d CJ 
CJ H 
2 
D1 
0) $-i 
b 
118 
the third most important teaching/learning method. In a similar study, 
nurse faculty selected small group sessions, lecture/discussion and 
self-paced learning units as their first, second and third choices 
(Bailey, 1982). 
Of the 98 RN students, 43 ranked the lecture/discussion 
teaching/learning method as first most important, 15 ranked small group 
sessions and lecture/discussion as the second most important methods and 
14 identified short-term conferences as the third most important 
teaching/learning method. These findings are partially supported by 
Bailey's study (1982) in which RNs identified these methods as: 
lecture/discussion, lecture and small group sessions. 
Lastly, of the 50 other adult learners, 18 chose lecture/discussion 
as the first most important teaching/learning method, 13 identified 
clinical lab experience as the second most important and 7 ranked the 
methods of small group sessions, clinical lab experience and case 
studies as third most important. 
From these results, there is a clear indication that all three 
groups agreed on the choice of lecture/discussion as the most important 
teaching/learning method for adult learners. In relation to the small 
group sessions method, the three groups identified this method as one of 
the first, second or third most important choices. The nurse faculty 
and RN student group ranked this method as second most important, while 
the other adult learners identified the item as one of the third most 
important teaching/learning methods. It is understandable that the 
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other adult learners would identify clinical lab experience as their 
choice for second and third most important teaching/learning methods and 
case studies as third most important learning since they have had no 
formal nursing experience or education which is needed in order to meet 
the objectives of nursing program. 
It is of interest to note that RN students, in their selection of 
first, second and third most important teaching/learning methods, chose 
lecture/discussion, small group discussion and short term conferences 
which are learning activities that utilize prior experiences as a 
resource for new learning and are amenable to problem solving 
approaches. Previous studies report the need for use of the adult 
learner’s prior experience as a learning resource, as the need to 
utilize problem solving method in teaching adults (Baj, 1985; Bailey, 
1982 and Knowles 1984). 
Reasons why adult learners enter baccalaureate nursing education 
programs. The frequencies of responses of group respondents who ranked 
seven reasons why adult learners enter baccalaureate nursing programs as 
first, second and third most important are presented in Table 16. Only 
subjects who provided valid responses were considered in tabulating the 
frequency distributions. The reasons with the greatest totals in each 
of the categories of first, second and third most important for the 
three groups are identified in the table with an asterisk (*). These 
reasons are described below with the total frequency of responses 
indicated in the table. 
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Of the 78 nurse faculty, 47 selected promoting job security as the 
first most important reason why adult learners enter baccalaureate 
nursing programs, 21 identified this same reason as second most 
important and 23 ranked the reason of obtaining a new position as third 
most important. 
Of the 100 RN students, 35 identified promoting job security as the 
first most important reasons why adult learners enter baccalaureate 
programs, 20 selected implications of the 1985 Resolution as second most 
important and 19 identified the reason of obtaining a new position as 
third most important. 
_ Of the 52 adult learners, 31 selected the development of 
professional knowledge and skill as the first most important reason why 
adult learners enter baccalaureate nursing programs, 10 chose promotion 
of job security as second most important and for the third most 
important reasons, 11 identified preparation for graduate education in 
nursing and 11 chose increasing earning capacity. 
These findings reveal that the nurse faculty and the RN students 
were similar in their first and third choices of reasons why adult 
learners enter baccalaureate nursing programs. These two groups were in 
agreement that the first most important reason was promoting job 
security and that the third most important reason was obtaining a new 
position. These choices are probably based on the implications of the 
1985 Resolution which will most probably require a baccalaureate degree 
in nursing entry into professional nursing practice. A specific 
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implication for RNs without a baccalaureate degree in nursing is that 
they must pursue this degree in order to maintain their position or 
obtain a higher level position than they currently have. 
It is not surprising that the other adult learners identified 
development of professional knowledge and skill as the first most 
important reason why adult learners enter baccalaureate nursing 
programs. The most obvious reason for this choice is that this group 
has not been exposed to prior learnings in this area, which is essential 
for the practice of professional nursing. 
Establishment of priorities in a baccalaureate nursing program with 
adult learners. The frequencies of responses of group respondents who 
ranked seven factors which should influence the establishment of 
priorities in a baccalaureate nursing program with adult learners as 
first, second and third most important are presented in Table 17. Only 
subjects who provided valid responses were considered in tabulating this 
frequency distribution. The influencing factors with the greatest 
totals in each of the categories of first, second and third most 
important for the three groups are identified in the table with an 
asterisk (*). The factors are described below with the total frequency 
of responses indicated in the table. 
Of the 78 nurse faculty, 30 rated the philosophy of nurse faculty 
as the factor which should be considered as first most important in 
establishing priorities in a baccalaureate nursing program with adult 
learners, 24 identified consideration of special needs of adult learners 
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as second most important and 25 chose financial resources as third most 
important. 
Of the 98 RN students, 40 selected consideration of special needs 
of adult learners as the factor which should be considered as first most 
important in establishing the program priorities, 30 identified this 
same factor as second most important and 26 chose financial resources as 
third most important. 
Of the 52 other adult learners, 14 identified special needs of 
adult learners as the factor which should be considered first most 
important in establishing program priorities, 13 selected philosophy of 
nurse faculty while 13 also selected special needs of adult learners as 
the second most important factor and 11 chose availability of nurse 
faculty and other faculty as third most important. 
These findings indicate that all three groups agreed that the 
consideration of special needs of adult learners was either first or 
second most important in establishing priorities in baccalaureate 
programs with adult learners. To emphasize the reported importance of 
consideration of the special needs of adult learners as a factor in 
fluencing to the RN students and other adult learner group, it should be 
noted that these groups chose this factor as both their first and second 
most important item. 
These results are similar to the findings of a study of the needs 
of RN students in baccalaureate nursing programs conducted by Bailey 
(1982). Nurse faculty and RN students were cited as having the same 
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priorities as the subjects in this study. 
Reasons why adult learners drop out of a baccalaureate nursing 
program. The frequencies of responses of group respondents who selected 
two out of seven reasons why adult learners do not complete a 
baccalaureate nursing program are presented in Table 18. All subjects 
provided valid responses and were considered in the frequency 
distribution tabulation. The two greatest totals for each group are 
indicated with an asterisk (*). The two major reasons why adult 
learners dropout of a baccalaureate nursing program as perceived by the 
three groups of respondents are described below. 
. Of the 79 nurse faculty, 55 identified family responsibilities and 
28 identified amount of time to complete the nursing program as the two 
major reasons why adult learners drop out of baccalaureate nursing 
programs. 
Of the 100 RN students, 47 identified family responsibilities and 
47 perceived the amount of time to complete the nursing program as major 
reasons for the dropout rate of adult learners. 
Of the 52 other adult learners, 31 viewed family responsibilities 
and 25 selected financial costs as major reasons for the dropout rate of 
adult learners. 
From these findings, it is noteworthy that the majority of 
respondents in each group cited family responsibilities as the major 
reason why adult learners do not complete a baccalaureate program. In 
addition, the nurse faculty and the RN students considered the amount of 
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Table 18 
Frequencies of Group Respondents Who Selected Two Major Reasons 
Out of Seven Reasons Why Adult Learners Do Not 
Complete a Baccalaureate Nursing Program 
Reason 
Nurse Faculty 
(N=79) 
Registered Nurse 
Students(N=100) 
Other Adult 
Learners(N=52) 
1 Poor Academic 
Performance 7 8 9 
2 Financial Costs 20 26 25* 
3 Family 
Responsibilities 55* 47* 31* 
4 Conflict with Work 
Situation 27 35 10 
5 Conflict with 
College/ Nursing 
Program Policies 7 15 4 
6 Amount of Time 
Required to Complete 
the Nursing Program 28* 47* 15 
7 Tired of School/ 
Studying 4 8 4 
8 Other 3 9 5 
* Indicates greatest totals for the two major reasons in each group. 
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time to complete a nursing program as another important reason for adult 
learner dropout. The second major reason identified by the other adult 
learners was that of financial costs. 
These results are similar to the findings of Bailey's (1982) study 
in which nurse faculty identified family responsibilities and amount of 
time to complete the nursing program as the two major reasons for RN 
students' (as adult learners) inability to complete a baccalaureate 
nursing program. The study further indicated that the RN students also 
viewed family responsibilities as a major reason for RN dropout along 
with conflict with the work situation as the second major reason. This 
latter item is in contrast to this study in that "conflict with the work 
situation" was not selected as one of two major reasons for RN drop out. 
If more than two major reasons were included in this analysis, this item 
would have been identified as the third reason for RN drop out from 
baccalaureate nursing programs. 
In further discussion of these findings, it is interesting to note 
that the results of a descriptive survey of RNs who had recently 
graduated from a baccalaureate nursing program (Murdock, 1986) were 
similar to those of this study related to reasons why adult learners 
drop out of a baccalaureate nursing program. Although the subjects in 
this study differ in that the RN students and other adult learners were 
currently enrolled in a baccalaureate nursing program, it seems 
worthwhile to note that the educational conditions identified by both 
groups were similar. Murdock (1986, p.184) cited the following most 
hindering conditions present in the educational experience as perceived 
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by RNs who had recently graduated from a baccalaureate nursing program 
m the New England area: three conditions related to multiple role 
strain, the extended amount of time required to complete the nursing 
program, having to work full time and receiving limited credit for 
previous knowledge and skills. Some of these conditions are similar in 
substance to the reasons identified in this study for the dropout rate 
of adult learners from baccalaureate nursing programs as perceived by 
nurse faculty, RN students and other adult learners—family 
responsibilities and amount of time to complete the program with only 
the other adult learner group identifying financial cost as a first or 
second major reason. 
Question 3 
What are the Relationships Between the Expressed Beliefs 
Regarding Selected Conditions for Adult Learning in Baccalaureate 
Nursing Programs and Selected Demographic Characteristics of: 
a) Nurse Faculty; b) Registered Nurse Students; and, 
c) Other Adult Learners? 
In an analysis of data related to this question, demographic data 
are described and presented in Table 19. Mean scores representing each 
of the seven dimensions are presented according to sex, age, ethnicity 
and marital status of individuals for each respondent group. In 
addition, scores within each group were further examined in relation to 
other individual background characteristics. For example, the mean 
20Q£0g for nurse faculty were broken down by basic nursing education, 
highest degree earned, years of experience at the present institution, 
total years in nursing education, years of experience in teaching adults 
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Table 19 
Frequencies on Levels of Demographic Characteristics 
of the Three Respondent Groups 
Demographic 
characteristics 
Nurse 
Faculty 
(N=79) 
Registered 
Nurse Students 
(N=100) 
Other Adult 
Learners 
(N=52) 
Sex 
Female 75 95 44 
Male 2 4 8 
0 No Response 2 1 
Age 
23-34 years 1 35 32 
35-39 years 27 29 16 
40-49 years 31 26 4 
50-59 years 12 9 0 
60 years and over 6 0 0 
No Response 2 1 0 
Ethnicity 
White 73 98 45 
Black 3 1 5 
Hispanic 0 0 1 
Asian 1 0 0 
Other 0 0 1 
No Response 2 1 0 
Marital Status 
Single 19 18 19 
Married 45 58 19 
Divorced 9 21 9 
Separated 0 0 4 
Widowed 3 2 1 
No Response 3 1 0 
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Table 19, continued 
Demographic 
Characteristics 
Nurse 
Faculty 
(N=79) 
Registered 
Nurse Students 
(N=100) 
Other Adult 
Learners 
(N=52) 
Number of Dependents 
None 22 36 21 One 8 18 10 
Two 27 23 9 
Three 11 11 6 
Four 1 4 5 
Five or More 6 6 1 
No Response 4 2 0 
Basic Nursinq Education 
Diploma 32 56 NA 
Associate Degree 1 44 
Baccalaureate Degree 43 0 
Other 1 0 
No Response 2 0 
Hiqhest Deqree Earned 
B.S. 0 NA NA 
M.A. 3 
M.S. 52 
M.Ed. 4 
Ed.D. 9 
Ph.D. 5 
Dr. P.H. 4 
Other 2 
No Response 0 
Teachinq Experience in this 
Baccaluareate Nursinq 
Proqram 
Less than one year 7 NA NA 
1-5 years 26 
6-10 years 23 
10 years or more 21 
No Response 2 
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Table 19, continued 
Demographic 
Characteristics 
Nurse Registered Other Adult 
Faculty 
(N=79) 
Nurse Students 
(N=100) 
Learners 
(N=52) 
Teaching Time Devoted to 
Undergraduate Nursing 
Students 
25%-50% 3 NA NA 51%-75% 3 
76%-100% 68 
No Response 5 
Years Experience in 
Baccalaureate Nursing 
Education 
Less than one year 
1-5 years 
6-10 years 
10 years or more 
No Response 
3 
19 
25 
30 
2 
NA NA 
Years Experience in 
Teaching Adults at the 
Baccalaureate Level 
Less than one year 4 NA NA 
1-5 years 22 
6-10 years 31 
10 years or more 20 
No Response 2 
Number of Adults 
in Your Class per Year 
0-5 23 NA NA 
6-10 27 
11-20 17 
21-30 6 
31 or More 3 
No Response 3 
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Table 19, continued 
Demographic 
Characteristics 
Nurse 
Faculty 
(N=79) 
Registered 
Nurse Students 
(N=100) 
Other Adult 
Learners 
(N=52) 
Specific Education in 
Adult Learninq 
Behavior 
Yes 45 NA NA 
No 29 
No Response 5 
Bachelor's Deqree in 
Maior Other Than 
Nursinq 
Yes NA 5 16 
No 94 33 
No Response 1 3 
Enterinq Colleqe 
for First Time 
Yes NA 76 6 
No 24 46 
No Response 
Returninq to Colleqe 
Yes NA 24 42 
No 68 7 
No Response 8 3 
Year in Proqram 
Freshman NA 4 0 
Sophomore 4 13 
Junior 23 16 
Senior 65 22 
No Response 4 1 
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Table 19, continued 
Demographic 
Characteristics 
Nurse 
Faculty 
(N=79) 
Registered 
Nurse Students 
(N=100) 
Other Adult 
Learners 
(N=52) 
Years in Practice 
as Registered Nurse 
One or Less Years NA 7 NA 
2-4 years 16 
5-10 years 31 
10 years or more 47 
No Response 
Aqe at Current 
Enrollment 
23-34 years NA 54 37 
35-39 years 24 13 
40-49 years 17 2 
50-59 years 5 0 
60 years or over 0 0 
No Response 
Employment Status 
Full Time NA 6 16 
Part Time 47 28 
Unemployed 47 8 
NA - Not Applicable 
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in baccalaureate nursing education and percentage of time devoted 
currently to teaching undergraduate and graduate students. Mean scores 
for RN students and other adult learners were broken down by number of 
dependents, type of basic nursing education, year in the program, years 
of experience as a registered nurse, employment status and previous 
college experience. Thus, for each of the three groups, the seven 
dimensions were broken down by a total of ten different factors. In 
all, 70 breakdowns occurred for each group, then multivariate analysis 
of variance tests were calculated to determine if there were any 
statistically significant differences between the dimension scores and 
levels of selected characteristics for each group (see Table 20). Only 
one statistically significant difference was revealed (employment). For 
this reason it would not be warranted to attempt to interpret these data 
to show any relationships between the expressed beliefs regarding 
selected conditions for adult learning in nursing programs and the 
demographic characteristics of each group. Instead, the demographic 
data presented in Table 19 will be described. In addition, mean scores 
by dimension and selected demographic characteristics for each group are 
reported in Appendix H. 
The majority of the RN students were white (98%) , female (95%) , 23 
- 39 years of age (65%), graduates of diploma nursing programs (56%), 
entering college for the first time (76%) and currently seniors (65%). 
In addition, the majority of this group were married (58%) with one to 
five or more dependents (62%) , 23 - 39 years of age at the time of their 
current enrollment (78%), employed either part-time or full-time (53%) 
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Table 20 
Multivariate Tests o£ Significance for Selected Demographic Factors 
or each of the Three Samples using Seven Dimensions 
as Dependent Variables 
Factor 
Age 
Nurse Faculty 
(N=79) 
Significance 
F Level 
Statistic of F 
.93 .532 
Registered Nurse 
Students (N=100) 
Significance 
F Level 
Statistic of F 
Other Adult 
Learners (52) 
Significance 
F Level 
Statistic of F 
.85 
1.02 
.618 
.421 
.61 
1.11 
.742 
.373 Marital Status .77 .611 
Dependents .68 .793 
Highest Degree .70 .674 
Experience in 
BSN Education 1.23 .265 
Experience in 
Teaching Adults .64 .826 
No. of Adults in 
Classes/Year .64 .824 
Specific Education 
in Adult Learning 
Behavior .94 .486 
Basic Nursing 
Education NA NA 
♦Bachelor's Degree 
Other than in 
Nursing NA NA 
♦First Time Entering 
College NA NA 
Year in Program NA NA 
Years in 
Practice NA NA 
♦Employment NA NA 
1.19 .281 .51 .822 
NA NA NA NA 
NA NA NA NA 
NA NA NA NA 
NA NA NA NA 
NA NA NA NA 
1.20 .310 NA NA 
1.33 .237 1.33 .237 
.94 .475 .94 .475 
.38 .914 1.16 .347 
1.17 .314 NA NA 
1.93 .024 1.93 .024 
*RN students and other adult learner groups are combined. 
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And had five to 10 years or more of experience in professional nursing 
practice (78%). Only 5% reported having a bachelor's degree in a major 
other than nursing and 22% were 40 - 59 years of age at the time of 
their current enrollment. These findings are consistent with previous 
studies of the characteristics of RN students (Bailey, 1982 and Murdock, 
1986). Most of the characteristics of the other adult learners appear 
to be similar in most reports to those of the RN students in this study. 
The majority of these adult learners were white (87%), returning to 
college (81%) and currently juniors and seniors (73%). Also, of this 
group, the majority were either married, divorced, separated (62%) with 
one to four dependents (60%) , 23 - 39 years of age at the time of their 
cur-rent enrollment (96%) and employed either part-time or full-time 
(85%). Thirty percent (30%) reported having a bachelor's degree in a 
major other than nursing and only 4% were 40 - 49 years of age at the 
time of their current enrollment. 
Although the RN students and the other adult learner group have 
many similar characteristics, it is noteworthy that some differences did 
appear. The RN students had a higher percentage entering college for 
the first time (76%) than did the other adult learner sample (12%). As 
expected, the RN students had experience in professional practice while 
the other sample did not because of their lack of nursing education 
preparation. In addition, the findings revealed that more RNs between 
the ages of 40 - 59 (22%) entered college for the first time than did 
subjects in the other adult learner sample (4%). 
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With respect to the other adult learner sample, 30% reported having 
a bachelor’s degree other than in nursing while the RN students 
indicated only 5% had such a degree. Another important difference 
between the characterisitics of these two groups was that the other 
adult learner sample reported that 81% were returning to college 
compared to 24% of the RN students. 
The majority of the nurse faculty were white (92%), female (94%), 
35 - 49 years of age (73%), had one or more dependents (67%) , received 
their basic nursing education at the bachelor's level (54%), attained a 
masters as their highest degree (66%) and were currently devoting 76% - 
100% of their time teaching at the undergraduate level (86%). In 
addition, the majority of this group reported that they had over six 
years experience in baccalaureate nursing education with adult learners 
(92%) and had specific education in adult learning (57%). 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
The purposes of this Chapter are to present the summary and 
conclusions of the study and to make recommendations for reforming 
nursing education and suggest future directions for further research. 
Summary 
This descriptive exploratory study had three purposes: 1) to 
describe the beliefs of nurse faculty, registered nurse students and 
other adult learners in baccalaureate nursing programs regarding the 
importance of selected conditions for learning; 2) to determine areas of 
differences among the beliefs of these groups; and, 3) to describe the 
relationships between the expressed beliefs and selected demographic 
characteristics of each group. 
The Andragogical Assessment Inventory based on Malcolm Knowles' 
theory of adult learning was used to elicit perceptions about adult 
learning conditions in baccalaureate nursing programs. These selected 
conditions are represented in the instrument by seven broad dimensions: 
1) Climate, 2) Planning, 3) Diagnosis of Students' Learning Needs, 
4) Formulation of Goals and Objectives, 5) Design of Learning 
Experiences, 6) Learning Activities and Resources and 7) Evaluation. A 
two-stage sampling plan was utilized. First, from a list of the state- 
aporoved baccalaureate nursing programs in Massachusetts which are 
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accredited by the National League for Nursing (1985), six programs, 
three private and three public, that admit both registered nurse 
students and generic students were randomly selected and agreed to 
participate. The second stage of sampling involved identification of 
all of the individuals who were nurse faculty and those who were adult 
learners twenty-three years of age or older at the time of enrollment in 
the program. Thus, the sample of individuals consisted of all the nurse 
faculty, registered nurse students and other adult learners who were 
associated with the participating programs and responded to the 
questionnaires. Sixty-one percent of the questionnaires were returned. 
Of these, 231 (55%) could be used in data analysis. 
As the first step in analyzing the data, the frequency and 
percentage of responses for each questionnaire item were tabulated for 
all groups as presented in Tables 2, 3, and 4. Second, the items were 
rank ordered according to their relative importance to the respondents. 
Those items which received percentages of 51% or more in the high 
importance category or 51% or more in the low importance category were 
considered for discussion. 
Third, to explore differences among the groups related to beliefs 
about the importance of selected conditions for adult learning, 
comparisons were made on three levels. The first level included the 
comparison of group differences on each of the seven andragogical 
process model dimensions. The range of scores, the means and standard 
deviations were determined for each group. The multivariate analysis of 
variance test was computed to determine if there were any significant 
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overall differences among the groups for the seven dimensions. Then, 
the univariate F test was calculated to identify significant differences 
among the mean scores of the groups for each of the seven dimensions. 
In order to determine which specific group means were significantly 
different, the post-hoc Scheffe procedure was used. At the second 
level, the groups were compared in terms of the differences in the 
rating of importance for each questionnaire item. At the third level, 
group differences were compared with respect to perceptions of the 
importance of selected aspects of the andragogical dimensions of 
Teaching/Learning Activities and Planning. A frequency distribution of 
the number and percent of responses from all respondents who ranked each 
item as first most important, second most important and third most 
important was obtained. 
Finally, in the analysis of demographic data, mean scores 
representing each of the seven dimensions were presented according to 
the selected characteristics of the individual groups. Multivariate 
analysis of variance test were calculated to determine if there were any 
statistically significant overall differences in relation to dimension 
scores and selected characteristics for each group. 
Conclusions 
The major conclusions drawn from the data analysis will be 
described in order of the research questions: 1) beliefs of the three 
g£Qup5 regarding the importance of selected conditions for adult 
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learning, 2) areas of similarities and differences among the beliefs of 
the three groups; and, 3) demongraphic characteristics and selected 
conditions for adult learning. 
Beliefs of—the Three Groups Regarding the Importance of Selected 
Conditions for Adult Learning 
1. The RN students and other adult learner groups were the most 
similar in relation to ranking 10 items perceived as the most important 
educational conditions for adult learners. Seven of the top 10 items 
identified by each of the two groups were agreed upon. Both of these 
groups ranked consideration of adult learner needs" and "faculty 
experience in teaching adults" within the top three ranks, while faculty 
placed the same items in the ranks of 15.5 and 27 respectively. 
2. All groups agreed on four of their top 10 items identified as 
the most important conditions for adult learning. These included: 
"required education in adult learning for nurse faculty"; "challenge 
examinations for general education courses"; "adult learner experience 
as a resource"; and, "participatory course evaluation". 
3. All groups agreed that the following were of low importance as 
conditions for adult learning: "course evaluation only by nurse 
faculty" and "distant social relationships among faculty and students". 
Areas of Similarities and Differences Among the Beliefs of the Three 
Groups 
1. In comparison of expressed beliefs regarding the importance of 
the practice of each of the seven andragogical dimensions in 
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baccalaureate nursing programs, there were statistically significant 
differences among the groups on five of the seven dimensions. There 
were no significant differences among the groups on the two dimensions 
of Planning and Evaluation. 
The PN student group had the highest mean score for six of the 
seven dimensions: Climate, Planning, Diagnosis of learning needs, 
Formulation of goals and objectives. Design of learning experiences and 
Evaluation. Statistically significant higher mean scores were indicated 
for this group than for the nurse faculty in the dimensions of Climate 
and Formulation of goals and objectives. 
. 3. The top 10 of 22 items ranked in the high importance category 
by 51% or more of all the groups were largely related to the two 
dimensions of Climate and Diagnosis of learning needs. These dimensions 
place emphasis on active participation of the learner in a supportive 
environment and recognition of prior life experiences. The top 10 items 
for which there was strong agreement included: "consideration of adult 
learner needs"; "required education in adult learning for nurse 
faculty"; "challange examinations for general education courses"; 
"lecture/discussion as a teaching method"; "experience of adult learners 
as a resource"; "financial aid"; "participatory course evaluation"; 
"faculty experience in teaching adults"; "regular meetings of nurse 
faculty and adult learners"; and, "challenge examinations for nursing 
courses". 
4. There were nine items for which there was strong disagreement 
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among the groups on the importance of each item (as reflected by the 
percentage of responses in the high importance category and results of 
the chi square tests). Of these items, three were in the dimension of 
Climate, two in Planning, one in Formulation of goals and objectives and 
three m Learning activities and resources. For the majority of the 
items, the greatest disagreement was between the faculty and the RN 
student groups. The faculty viewed the three items in the Climate 
dimension, one in Planning and one in the Formulation of goals and 
objectives dimension to be of lower importance while the RN students and 
other adult learner group viewed them to be of higher importance. These 
items included: learner participation in planning course content"; 
"learner participation in budget planning"; "faculty experience in 
teaching adults"; "adult and traditional age students in separate 
classes"; and, "consideration of adult learner needs". 
The RN student group perceived the items related to the Planning 
and the Learning activities and resources dimensions to be much less 
important than the faculty group perceived them to be. These items 
included: "both adult and traditional age students in the same nursing 
class"; "clinical lab in non-college facilities as a teaching method"; 
"college lab experience with faculty present"; and, "role play as a 
teaching method". 
5. In selection of first, second and third most important teaching 
method for adult learners, all three groups chose "lecture/discussion" 
as the first most important teaching method. The faculty and RN student 
groups ranked the "small group sessions method" as second most important 
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while the other adult learners group identified this method as third 
most important. The other adult learners viewed clinical experiences as 
the second and third most important methods. 
6. The nurse faculty and RN students were similar in their first, 
second and third choices of the reasons why adult learners enter 
baccalaureate nursing programs (job security, 1985 resolution and to 
obtain a new position). 
7. In identifying important factors which should be considered in 
establishing priorities in a baccalaureate program with adult learners, 
all groups agreed on the special needs of adult learners as either 
first, second or third most important. 
8. In the selection of two out of seven reasons why adult learners 
do not complete a baccalaureate nursing program, the majority in each 
group cited family responsibilities. The faculty and the RN students 
considered the amount of time to complete the program as the second 
reason for the dropout rate of adult learners. The other adult learners 
identified financial costs as the second reason. 
Demographic Characteristics and Selected Conditions for Adult Learning 
Based on the results of the multivariate analysis of variance 
tests, there were no statiscally significant overall differences among 
the groups in relation to the dimension scores and selected demographic 
characteristics. 
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Recommendations for Improving Nursing Education 
Recommendations will be presented in the following order: 1) 
beliefs of the respondent groups regarding the importance of selected 
conditions for adult learning and 2) areas of similarities and 
differences among groups. 
—Respondent Groups Regarding the Importance of Selected 
Conditions for Adult Learning 
Based on identification of four items agreed on by the individual 
groups as being among their top 10 most important conditions for adult 
learning and based on the review of the literature, the writer 
recommends that: 
1. nurse faculty, who teach adult learners, participate in 
workshops, conferences or courses related to adult learning theory; 
2. opportunities be provided for adult learners to complete 
challenge examinations for general education course requirements; 
3. faculty consider the adult learner's experience as a resource 
for new learnings and as a resource for the learning of others; 
4. provision be made for the adult learner to participate in 
decision-making regarding course and curriculum evaluation; and, 
5. faculty create an organizational climate with an emphasis on 
flexibility, informality, respect and mutuality. 
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In addition, because all groups identified the items of "course 
evaluation only by nurse faculty" and "distant social relationships 
among faculty and students" to be of low importance as conditions for 
adult learning, it is recommended that adult learners be provided with 
opportunities to participate in the process of evaluating courses and 
that there be a fostering of faculty/student relationships in which 
openness, respect and acceptance are present. 
Areas of Similarities and Differences Among Groups 
Recommendations with regard to the findings of the second research 
question concerning areas of differences among the groups about the 
importance of educational conditions for adult learners will be 
presented according to comparison of the respondent groups in the sub 
areas of 1) the seven andragogical dimensions, 2) individual items for 
which there was strong agreement, 3) individual items for which there 
was strong disagreement, 4) most important teaching methods, and 
5) important planning aspects. 
The seven andragogical dimensions. The conclusions suggest that 
the nurse faculty, RN students and other adult learners group have 
significantly different expectations regarding educational conditions 
which should be present in a baccalaureate nursing program. Because 
such differences could lead to frustration, lack of achievement and 
ineffectiveness among members of all groups, several general 
recommendations are presented. 
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1. Regular meetings should be held for the groups to explore 
differences and similarities of beliefs and then identify strategies for 
making mutually-identified institutional, curricular or instructional 
changes for improvement. 
2. Consultation with individuals who are knowledgeable about adult 
learning on a theoretical and practical basis should be encouraged for 
j.acuity and students to assist in reconciling differences. 
3. A systematic evaluation of the nursing program's responsiveness 
to the needs of adult learners should be performed on a routine basis. 
This might be accomplished most appropriately through a curriculum 
development committee of the nursing program. The andragogical process 
model could serve as a basis for such an evaluation. 
4. Research findings in adult learning should be utilized for the 
purpose of making decisions for the improvements in adult learning 
conditions. 
5. Based on the findings indicating that the RN students perceived 
the dimensions of Climate and Formulation of goals and objectives to be 
statistically more important than did the nurse faculty group, it is 
recommended that faculty consider promoting learning conditions in which 
there is a supportive environment, recognition of prior learnings and 
active learner participation in diagnosing learning needs and planning 
objectives and learning experiences. 
6. It is also suggested that adult learners be encouraged to 
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particiapte on committees which address issues related to curriculum 
development, admissions, general program planning and evaluation. 
Items for which there was strong agreement. The findings related 
to this area suggest that baccalaureate nursing programs need to be 
flexible and innovative in response to the needs of the adult learner. 
The proposed recommendations are based on the top 10 items agreed on by 
all groups as being the most important conditions to be considered in 
baccalaureate programs with adult learners. Following each 
recommendation, the related andragogical dimension is indicated in 
parentheses. 
1. Convenient times for classes based on work schedules and 
family responsibilities (evenings, weekends and part-time) 
should be considered in planning by the administration and 
faculty (Planning). 
2. Opportunity to recieve credit for previous learnings through 
the use of challenge exams for general education courses and 
nursing courses should be provided (Planning and Diagnosis of 
Student's Learning Needs). 
3. Mechanisms for feasible tuition payment plans should be 
provided (Planning). 
4. Opportunities for participation of adult learners on 
School/Division and College/University policy making 
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committees should be provided to assure their needs are 
considered in overall program planning (Planning and Climate). 
5. A mechanism should be established for support networks to 
assist learners in coping with multiple role demands, time 
management, self-concept, role changes and the building of 
assertiveness skills (Climate and Formulation of Goals and 
Objectives). 
6. Opportunities should be provided for adult learners to become 
self-directed by participating in identification of individual 
learning needs, planning of objectives and learning 
experiences and evaluating individual progress (Diagnosis of 
Student's Learning Needs and Evaluation). 
7. Flexibility should be allowed in establishing deadlines for 
assignments according to demands related to family and work 
responsibilities (Formulation of Goals and Objectives). 
8. Diverse teaching/learning methods should be used to utilize 
life experiences as a resource for learning, maintain the 
learner's self concept as independent and accomodate a variety 
of learning styles which include lecture/discussion, small 
group sessions, short term conferences and individualized 
clinical experiences (Design of Learning Experiences). 
9. The design of learning experiences which build on previous 
learnings and areas of interest should be encouraged (Design 
of Learning Experiences). 
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10. Opportunities should be provided for participation of the 
adult learner in planning, implementing and evaluating nursing 
courses (Evaluation). 
Items for which there was strong disagreement. Nine (9) items were 
identified as having strong disagreement among the groups with the 
greatest amount of disagreement occurring between the nurse faculty and 
the RN students. 
1. Because there was strong disagreement on the following items, 
adult learners should be included in relevant discussions at 
institutional, curricular and instructional levels: particiaption in 
planning course content, participation in budget planning, faculty 
experience in teaching adults, adult and younger students in the same 
class, adult and younger learners in separate classes, consideration of 
adult learner characteristics, college lab experience with faculty 
present, clinical experience in non-college facilities, and role play as 
a teaching method. 
2. The item related to RN students and students without 
professional experience in separate classes has historically been a 
controversial issue for nursing education for a number of years. 
Faculty need to carefully examine courses to determine if both younger 
and adult students will experience new learnings and can benefit from 
sharing experiences. In some situations it might be appropriate to have 
both groups in the same class, while in other situations it might be 
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appropriate to have separate classes. For example, a transition course 
is often offered to RN students to focus on objectives which are based 
on the characteristics and needs of the RN student. 
Most important teaching methods and important planning aspects. 
The following recommendations are made based on comparison of 
respondents who ranked selected teaching/learning methods and planning 
aspects as first, second and third most important: 
1. As well as placing emphasis on use of a variety of 
teaching/learning methods which include lecture/discussion, small group 
session and short term conferences for RN students, clinical experience 
and case studies should be utilized for other adult learners. 
2. Based on the groups' choices of why adults enter baccalaureate 
nursing programs (job security, 1985 resolution and to obtain a new 
position), faculty should consider this information for recruitment, 
course planning, and for counseling purposes. 
3. With respect to the findings in which all groups cited the 
major reason for the dropout rate of RN students as "family 
responsibilities", the faculty and RN students group identified "length 
of the program"as the second reason and "financial" was selected as the 
second reason by other adult learners, the following recommendations are 
presented: 
a. include these reasons in precounseling sessions to assist the 
student in making plans for support that might be needed to 
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complete the program (child care, time management and financial 
opportunities); 
b. provide a mechanism for a support network to assist learners in 
coping with demands inherent in the reasons described for the 
dropout rate; 
c. provide opportunity for challenge examinations to help make the 
program as short as possible; and, 
d. inform students of any mechanism available to pay tuition over 
an extended period of time. 
Recommendations for Further Research 
Several studies can be recommended on the basis of the findings of 
this research and the need to refine the instrument. 
1. There is a need for research which focuses on the effectiveness 
of the application of selected dimensions of the andragogical learning 
process in baccalaureate nursing programs. Such studies might involve 
all levels—institutional, curricular and instructional. For example, 
research related to implementation of the learning conditions in the 
dimensions of Diagnosis of Student’s Learning Needs, Formulation of 
Goals and Objectives and Design of Learning Experiences could be useful. 
2. A replication of this study with adult students who did not 
complete a baccalaureate nursing program could provide useful 
information for educational planning. 
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3. Further research is needed to identify the level of awareness 
of baccalaureate nursing faculty of selected charateristics of the adult 
learner. 
4. Studies are needed to examine the relationship between the 
expressed beliefs about adult learning conditions of nurse faculty and 
the application of those beliefs with adult students in baccalaureate 
nursing programs. 
5. Further research of faculty attitudes about the adult learner's 
Parti-Ci-Potion on committees and in planning meetings could provide 
useful information for faculty development. 
6. A secondary analysis study to validate findings from this study 
with previous studies in a deliberative manner could provide useful 
information about beliefs of nurse faculty and adult learners regarding 
desirable conditions for adult learning. 
7. There is a need to study the effect of support networks which 
are planned to reduce the dropout rate of adult learners from 
baccalaureate nursing programs due to the demands of family 
responsibilities and the length of the programs. 
8. Since many adult learners are working full- or part-time, 
studies are needed to explore ways in which the work setting could be 
used to meet selected course or clinical objectives. 
9. In relation to refinement of the instrument used in this study, 
one item needs more clarification and the questionnaire format needs to 
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be restructured for greater efficiency in collecting data. For example, 
in review of item number two, "Indicate how important it should be to 
design a baccalaureate nursing program that takes into account the 
specific needs (e.g., family responsibilities, work hours, finances, 
etc.) of the adult learner", the writer believes that the item should be 
restructured and placed within the Planning dimension. Further, it is 
thought that this item should be deleted since these needs related to 
the characteristics of the adult learner provide the basis for all 
questionnaire items. 
10. A study related to RN students and generic students being in 
separate sections of a course could provide useful information for 
curriculum planning. For example, a study might be conducted to explore 
the advantages and disadvantages of having RN students and generic 
students in the same class as opposed to having them in separate 
sections of a course. 
The findings of this study suggests that nurse faculty and adult 
learners demonstrate significant differences in their beliefs about the 
importance of selected learning conditions for adults in baccalaureate 
nursing programs. The nature of these differences present a challenge 
to nurse faculty and institutions of higher education to make changes 
which are responsive to the varied characteristics of adult learners. 
With the assumption that the learner is an important source for 
educational planning, the andragogical process model poses a meaningful 
approach to reforming education for adults in baccalaureate nursing 
programs. In addition to the proposed implementation of this model to 
resolve existing problems, it becomes crucial to conduct further 
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research to determine its effectiveness. Adults preparing for a career 
nursing are a powerful force for reforming curriculum, instruction 
and organization in institutions of higher education that are 
unresponsive to the needs of mature learners. The ability of 
universities and colleges to reconstruct conditions for learning so that 
adult learners are better served is a prime priority for reformers of 
higher education in general, and nursing programs in particular. 
APPENDIX A 
The Assumptions and Process Elements of the 
Pedagogical and Andragogical Models of Learning 
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APPENDIX B 
Letters Requesting and Granting Permission 
for Use of the Instrument 
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February 17, 1986 
Pearl Skeete Bailey, RN, Ed.D. 
110-41 195th Street 
Hollis, NY 11412 
Dear Ms. Bailey: 
Center ^or Ca^i^te at the University of Massachusetts in the 
^ i ,1Uni. UdieS< ^ research topic is Assessment of 
Nursinq .Affecting Adult Learning in Baccalaureate 
ursing Programs. In studying this topic, I am proposing to survey a 
nmSJLc°f nU^S and adult learners in baccalaureate nursing 
programs regarding their opinions about the importance of selected 
(andragogical) learning conditions for adults enrolled in baccalaureate 
nursing programs m Massachusetts. I would like your permission to 
utilize the Andragogical Assessment Inventory questionnaires you 
deyeloped and to make slight modifications to allow for responses from 
adult learners who are in baccalaureate nursing programs but who are not 
registered nurses. 
The Andragogical Process Model will serve as the frame of reference 
for the research purposes of this study. The study has three primary 
purposes. First, it will describe the expressed beliefs of^ nurse 
faculty, registered nurse students and other adult students in 
baccalaureate nursing programs regarding the importance of selected 
conditions for adult learning as measured by the Andragogical Assessment 
Inventory. Second, the study will determine areas of descrepancy among 
the beliefs of these three groups. Third, it will identify 
relationships among the expressed beliefs of each group and their 
selected demographic characteristics. Finally on the basis of the data 
collected, the findings will be compared with the findings of Bailey's 
study (1982) Assessment of the Educational Needs of the Adult RN Learner 
in Baccalaureate Nursing Programs. 
I believe the data generated by this study can be useful in 
expanding the evolving body of knowledge related to the needs of adult 
learners in baccalaureate nursing programs. More specifically, this 
study may provide support and verification for related findings from 
your study-Assessment of the Educational Needs of the Adult Learner in 
Baccalaureate Nursing Programs (1982). 
My study's data which related the nurse faculty and registered 
nurse groups will be compared with the findings of your study and a 
written description will follow as a part of the analysis section of the 
dissertation. Another outcome of the use of the Andragogical Assessment 
Inventory in this study should be that the reliability of the instrument 
will receive additional testing. 
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Assessment Inventoryequestionn^°Ur p?rinission to use the Andragogical 
I assure you that the instr^n^5-kY proposed study as described, 
permission is granted I would™*™ ^ appropriately documented, if 
revisions and further testinn of inCo^matlon regarding any 
of. Also, if vouTre ! ^instrument that you may be aware 
me. ‘ P fer a specific documentation format, please advise 
self-addressed enSLoS'for^0" t0 thiS request* 1 hav* enclosed a 
at 1-413-737 nq/q ru °r your convenience. I am available by phone 
ar x /J/-U948 (home) or l-413-737-7nnn Pvt- top u ^ 
questions. Please feel free to r, I k 3 S lf you have ^ 
forward to your response! " collect- I look 
Sincerely, 
Helen Auton Presz, RN, 15N 
Doctoral Candidate 
Center for Curriculum Studies 
Universtiy of Massachusetts 
Associate Professor 
Division of Nursing 
American International College 
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>'ORK COLLEGE 
of The Gfy University of New>brk 
Jamaica. New >brk TI451 
718-969-4144 
Office of the Vice President 
for Academic Affairs 
Deputy to the President 
February 21, 1986 
Ms. Helen Auton Presz, R.N., MN 
17 Shepard Street 
West Springfield, MA 01089-3140 
Dear Ms. Presz: 
Your letter of February 17, 1986 was received and read with great interest. 
Your dissertation topic really piqued my interest as I have a great interest 
in mature learners. 
You have my permission to use my tool, the Andragogical Assessment Inventory 
for your dissertation on one condition; that you forward a copy of the study 
to me upon its completion. There have been no changes in the tool. 
Much success with your endeavors. 
Sin 
Pearl S. Bailey, R.N., Ed.D. 
Director of Nursing Program 
APPENDIX C 
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Nurse Faculty Questionnaire 
OF MKING Y0UR 0PINI0N “COT WE IMPORTANCE 
WITH ™ A BACCALAUREATE NURSING PROGRAM 
RESPOND AS IF THE EDUCATIONAL SYSTEM IS IDEAL. ~ 
PLEASE CIRCLE THE NUMBER NEXT TO EACH ITEM WHICH BEST REPRFSFNTq votto 
AB0UT HCW IMP0RTflNT WE EDUCATIONAL CONDITIONS IN THE NURSING 
PROGRAM SHOULD BE IN RELATION TO THE ADULT LEARNER. 
IMPORTANCE CODE 
1- Not Important 
2- Of Little Importance 
3- Important 
4- Very Important 
5- Extremely Important 
NURSING PROGRAM ADMINISTRATION 
1. Indicate how.important it should be for adult learners to 
participate in decision-making activities related to: 
1. General program planning 
2. General program evaluation 
3. Planning course(s) content 
4. Developing teaching/learning activities 
5. Course implementation 
6. Course evaluation 
7. Budget planning 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2. Indicate how important it should be to design a baccalaureate 
nursing program that takes into account the specific needs (e.g., 
family responsibilities, working hours, finances, etc.) of the 
adult learner. 
1 2 3 4 5 
3. Indicate how important regularly planned meetings dealing 
specifically with the needs of adult learners should be scheduled 
between: 
1. College administrators and adult learners 12345 
2. Nurse faculty and adult learners 12345 
3. College administrators, nurse faculty 
and adult learners 12345 
4. Indicate how important specific education in adult learning 
behavior should be a requirement for: 
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1. College adminstrators 
2. Nurse faculty 
Indicate how important it should be for nurse faculty to possess 
experience in teaching adult students. 
1 2 3 4 5 
6. Seme adult learners acquire knowledge and skills relevant to a 
baccalaureate nursing program through informal and formal life 
experiences. Indicate how important the following assessment 
practices should be in relation to awarding academic credit to the 
adult learner in a baccalaureate nursing program: 
1 2 3 4 5 
1 2 3 4 5 
1. Challenge examinations for required 
general education courses (i.e., 
CLEP, CPEP, statewide or institutional 
proficiency examinations). 12345 
2. Challenge examinations for required 
nursing courses (i.e., NLN, CPEP, 
Regents External Degree of institutional 
examinations). 12345 
7-. Indicate how important the following administrative practices 
should be in relation to the adult learner in a baccalaureate 
nursing program: 
1. Flexibility in admission requirements 
to permit the admission as sophomore, 
junior or senior) in the nursing 
program, appropriate to the ability 
of the individual adult learner 
2. Flexibility in course requirements 
(i.e., non-compulsory class attendance) 
for required nursing courses 
3. Scheduling of learning activities (i.e., 
classes) at sites other than the main 
campus (i.e., extension centers, 
places of employement, community 
centers, etc.) 
4. Scheduling of classes at times 
convenient for adult learners (i.e., 
evenings, weekends) 
5. Integration of adult learners and younger 
traditional students in the same nursing 
major classes 
6. Maintenance of separate nursing major 
classes for adult learners and younger 
traditional students 
7. Child care facilities 
8. Financial aid assistance (i.e., 
scholarships, loans) 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
9. Tutorial assistance 
TEACHING/LEAENING activities 
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1 2 3 4 5 
8. How important should it be for nurse faculty to "maintain a 
distance socially from adult learners to preserve the 
facuity/student professional relationship? 
1 2 3 4 5 
9. Indicate how important it should be for adult learners to assume a 
responsible role in assessing their learning needs 
1 2 3 4 5 
10. How important should it be for adult learners to have the 
opportunity to design their own unique program of study within the 
available options at their educational institutions? 
1 2 3 4 5 
11. Indicate how important it should be for nurse faculty to involve 
adult learners in formulating learning objectives within the 
context of program and course objectives. 
1 2 3 4 5 
12. Indicate how important it should be to design learning experiences 
which recognize the different styles of adult learners. 
1 2 3 4 5 
13. Indicate how important it should be for nurse faculty to utilize 
the experience of adult learners as a resource in the 
implementation of new learning activities. 
1 2 3 4 5 
14. Indicate how important it should be for adult learners to be 
provided the opportunity to become self-directed learners, with 
nurse faculty assuming the roles of consultant and facilitator. 
1 2 3 4 5 
15. Indicate how important it should be for adult learners to 
participate in developing criteria to evaluate learning progress. 
1 2 3 4 5 
16. Indicate how important it should be for nurse faculty to assume the 
sole responsibility for evaluating the learning progress of the 
adult learner. , . _ . - 
1 2 3 4 5 
17. Indicate how important it should be for assignments of the adult 
learner to be individualized in: 
1 2 3 4 5 
1. Nursing theory classes 1^345 
2. College nursing laboratory 1 
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3. Clinical laboratory (e.g., hospital, 
community health settings) 1 2 3 4 5 
18. There are many ways by which people learn. Indicate how important 
the following teaching/learning methods should be in relation to 
the 
1. 
adult as an adult learner: 
Lecture 1 2 3 4 5 
2. Lecture-discussion 1 2 3 4 5 
3. Team teaching 1 2 3 4 5 
4. Short-term conferences (i.e., 
seminars, workshops) 1 2 3 4 5 
5. Small group sessions (6-7 students) 1 2 3 4 5 
6. General group sessions 1 2 3 4 5 
7. College laboratory with nurse faculty 
present 1 2 3 4 5 
8. College laboratory with no nurse faculty 
present 1 2 3 4 5 
9. Clinical laboratory 1 2 3 4 5 
10. Case studies 1 2 3 4 5 
11. Role playing 1 2 3 4 5 
12. Self-paced modular learning units 1 2 3 4 5 
. 13. Audio-visual instruction 1 2 3 4 5 
14. Independent study—no formal instruction 1 2 3 4 5 
15. Other (specify): 1 2 3 4 5 
19. Of the teaching/learning methods listed in no . 18, rank the THREE 
methods that you think are most useful to the average adult 
learner. Indicate your choices by writing in the appropriate 
number (1-15) in the spaces below. 
First most important method _ 
Second most important method  
Third most important method  
20. Planners of baccalaureate nursing education programs are aware that 
adult learners differ in their reasons for returning to school. 
Listed below are several possible reasons why adult learners enter 
baccalaureate nursing programs. 
1. Tto develop professional knowledge and skills 
2. To improve the quality of the student's life 
3. To prepare for graduate education in nursing 
4. Tt> promote job security (e.g., to maintain present position, 
enhance promotion possibilities) 
5. The 1985 Resolution requiring the BSN for entry into nursing 
practice 
6. To increase earning capacity 
7. To obtain a new position 
8. Other (specify):_ 
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?LyOUr expf:ie"ce' £2!* the THREE most important reasons why 
adult learners enter baccalaureate nursing programs by writing the 
appropriate number (1-8) in the spaces below. 
Most Important reason 
Second most important reason 
Third most important reason 
THE FOLLOWING INFORMATION IS ESSENTIAL TO EFFECTIVE PROGRAM PLANNING* 
THEREFORE I AM ASKING YOUR OPINION ABOUT WHAT THE EDUCATIONAL PRACTICES 
SH(XJLD BE IN A BACCALAUREATE NURSING PROGRAM WITH ADULT LEARNERS, GIVEN 
THE USUAL CONSTRAINTS OF BUDGET, PERSONNEL ALLOCATIONS, INSTITUTIONAL 
POLICIES AND THE LIKE. YOU ARE NOT ASKED TO RESPOND AS IF THE 
EDUCATIONAL SYSTEM IS IDEAL. 
21. Listed. below are a number of factors that influence the 
establishment of planning priorities in a baccalaureate program 
with adult learners. 
1. Financial resources 
2. Availability of nurse faculty and other faculty 
3. Philosophy of nurse faculty 
4. Special needs of adult learners 
5. Faculty resistance to adult learners 
6. Community's need for professional nurses 
7. Criteria of accrediting agency (NLN) 
8. Other (specify):_ 
Rank the THREE factors which should be considered most important to 
this nursing program by writing the appropriate number (1-8) in the 
spaces below. 
Most influential factor _ 
Second most influential factor  
Third most important reason  
22. There are many reasons why adult learners do not complete the 
nursing program. Based on your experience, what are the two major 
reasons why adult learners dropout of the nursing program? (Check 
two.) 
1. Poor academic performance _ 
2. Financial costs (i.e., tuition, books) _ 
3. Family responsibilities (i.e., child care) _ 
4. Conflict with work situation (i.e., working hours) _ 
5. Conflict with college/nursing program policies 
(i.e., class hours) _ 
6. Amount of time required to complete nursing program 
7. Tired of school/studying _ 
8. Other (specify):_. 
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NW I VTOULE) LIKE SOME INFORMATION ABOUT YOU. PLEASE PLACE AN (X) IN HIE 
APPROPRIATE RESPONSE(S) TO THE FOLLOWING QUESTIONS. 
23. Sex 
1. Male 9 *— • Female 
N) • Age 
1. Under 22 4. 40-49 
2. 23-34 5. 50-59 
3. 35-39 6. Above 60 
25. What is your ethnic group? 
1. White 4. Asian 
2. Black 
3. Hispanic 
5. Other (specify) : 
26. Marital status (check one) 
1. Single (never married) _ 4. Separated 
2. Married _ 5. Widowed 
3. Divorced 
27. How many children do you have? (Check one) 
1. None 4. Three 
2. One 5. Four 
3. Two 6. Five or more 
28 What was your basic nursing education? 
1. Associate degree _ 3. Diploma _ 
2. Baccalaureate degree _ 4. Other (specify): 
29. Indicate the highest degree you have earned (check one) 
1. B.S. 5. Ed.D. 
2. M.A. 6. Ph.D. 
3. M.S. 7. Dr. P.H. 
4. M.Ed. 8. Other (specify): 
30. How long have you been associated with this Baccalaureate Nursing 
Program? 
1. Less than one year _ 3. 6-10 years _ 
2. 1-5 years _ 4. More than 10 years _ 
31. Given 100%, how much of your teaching time is devoted to the 
following: 
1. Undergraduate nursing students _ 
2. Graduate nursing students _ 
32. How many years of experience have you had in baccalaureate nursing 
education? 
1. Less than one year _ 3. 6-10 years - 
g i —c vparq 4. More than 10 years _ 
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33. 
34. 
yea^s of experience have you had teaching adults who 
23 years or older at the baccalaureate level? 
1. Less than one year _ 3. 6-10 years 
2. 1-5 years 
are 
4. More than 10 years 
Of the time you have spent teaching baccalaureate students, what 
was the approximate number of adults 23 years of age or older in 
your classes each year? 
1. 0-5 
2. 6-10 
3. 11 - 20 
4. 
5. 
21 -30 _ 
31 or more 
32. Have you had specific education in adult learning behavior? 
1. Yes 
2. No 
PLEASE ADD ANY COMMENTS PERTINENT TO ANY OF THE ISSUES RELATED TO 
ADULT LEARNER IN A BACCALAUREATE NURSING PROGRAM. 
THE 
THANK YOU VERY MUCH FOR YOUR PARTICIPATION. 
APPENDIX D 
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Adult Learner Questionnaire 
IN THE FOLLOWING QUESTIONS I AM ASKING YOUR OPINION ABOUT THE IMPORTANCE 
OF SELECTED EDUCATIONAL CONDITIONS IN A BACCALAUREATE NURSING PROGRAM 
WITH ADULT LEARNERS, GIVEN THE USUAL CONSTRAINTS OF BUDGET, PERSONNEL 
ALLOCATIONS, INSTITUTIONAL POLICIES AND THE LIKE. YOU ARE NOT ASKED~TO 
RESPOND AS IF THE EDUCATIONAL SYSTEM IS IDEAL. 
PLEASE CIRCLE THE NUMBER NEXT TO EACH ITEM WHICH BEST REPRESENTS YOUR 
OPINION ABOUT HOW IMPORTANT THE EDUCATIONAL CONDITIONS IN THE NURSING 
PROGRAM SHOULD BE IN RELATION TO THE ADULT LEARNER. 
IMPORTANCE CODE 
1- Not Important 
2- Of Little Importance 
3- Important 
4- Very Important 
5- Extremely Important 
NURSING PROGRAM ADMINISTRATION 
1. Indicate how important it should be for adult learners to 
participate in decision-making activities related to: 
1. General program planning 
2. General program evaluation 
3. Planning course(s) content 
4. Developing teaching/learning activities 
5. Course implementation 
6. Course evaluation 
7. Budget planning 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2. Indicate how important it should be to design a baccalaureate 
nursing program that takes into account the specific needs (e.g., 
family responsibilities, working hours, finances, etc.) of the 
adult learner. , 
1 7 3 4 5 
3. Indicate how important regularly planned meetings dealing 
specifically with the needs of adult learners should be scheduled 
between: 
1. College administrators and adult learners 1 2 3 4 j 
2. Nurse faculty and adult learners 12 3 4 
3. College administrators, nurse faculty 19345 
and adult learners 1244 
4. Indicate how important specific education in adult learning 
behavior should be a requirement for: 
1. College adminstrators 
2. Nurse faculty 
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1 2 3 4 5 
1 2 3 4 5 
5. Indicate how important it should be for nurse faculty to possess 
experience in teaching adults, 
1 2 3 4 5 
6. Some adult learners acquire knowledge and skills relevant to a 
baccalaureate nursing program through informal and formal life 
experiences. Indicate how important the following assessment 
practices should be in relation to awarding academic credit to the 
adult learner in a baccalaureate nursing program: 
1. Challenge examinations for required 
general education courses (i.e., 
CLEP, CPEP, statewide or institutional 
proficiency examinations). 12345 
2. Challenge examinations for required 
nursing courses (i.e., NLN, CPEP, 
Regents External Degree of institutional 
examinations). 12345 
7*. Indicate how important the following administrative practices 
should be in relation to the adult learner in a baccalaureate 
nursing program: 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
Flexibility in admission requirements 
to permit the admission as sophomore, 
junior or senior in the nursing 
program, appropriate to the ability 
of the individual adult learner 1 
Flexibility in course requirements 
(i.e., non-compulsory class attendance) 
for required nursing courses 1 
Scheduling of learning activities (i.e., 
classes) at sites other than the main 
campus (i.e., extension centers, 
places of employement, community 
centers, etc.) 1 
Scheduling of classes at times 
convenient for adult learners (i.e., 
evenings, weekends) 1 
Integration of adult learners and younger 
traditional students in the same nursing major 
classes _ , 1 
Maintenance of separate nursing major 
classes for adult learners and younger 
traditional students 
Child care facilities 
Financial aid assistance (i.e., 
scholarships, loans) 
1 
1 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 1 3 4 5 
9. Tutorial assistance 12345 
TEACHING/LEARNING ACTIVITIES 
8. How important should it be for nurse faculty to "maintain a 
distance socially from adult learners to preserve the 
faculty/student professional relationship? 
1 2 3 4 5 
9. Indicate how important it should be for you as an adult learner to 
assume a major responsible role in assessing your learning needs 
1 2 3 4 5 
10. How important should it be for adult learners to have the 
opportunity to design their own unique program of study within the 
available options at their educational institutions? 
1 2 3 4 5 
11. Indicate how important it should be for nurse faculty to involve 
you as an adult learner in formulating learning objectives within 
the context of program and course objectives. 
1 2 3 4 5 
12. Indicate how important it should be to have learning experiences 
designed in a way which recognizes the different learning styles of 
adult learners. 
1 2 3 4 5 
13. Indicate how important it should be for nurse faculty to utilize 
your past experiences as a resource in the implementation of new 
learning activities. 
1 2 3 4 5 
14. Indicate how important it should be for you to be provided the 
opportunity to become a self-directed learner, with nurse faculty 
assuming the roles of consultant and facilitator. 
1 2 3 4 5 
15. Indicate how important it should be for you as an adult learner to 
participate in developing criteria to evaluate learning progress. 
1 2 3 4 5 
16. Indicate how important it should be for nurse faculty to assume the 
sole responsibility for evaluating your learning progress. 
1 2 3 4 5 
17. Indicate how important it should be for assignments of the adult 
learner to be individualized in: 
1. Nursing theory classes I ? a 4 5 
2. College nursing laboratory 1 2 
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3. Clinical laboratory (e.g., hospital, 
community health settings) " 12345 
18' T?T.r.e|!r.1 2 3 4 5 6 7 8. TY WaYS bY which ^°Ple learn- Indicate the relative 
you°as learner: £°llov,in9 teaching/learning methods to 
1. Lecture 
2. Lecture-discussion 
3. Team teaching 
4. Short-term conferences (i.e., 
seminars, workshops) 
5. Small group sessions (6-7 students) 
6. General group sessions 
7. College laboratory with nurse faculty 
present 
8. College laboratory with no nurse faculty 
present 
9. Clinical laboratory 
10. Case studies 
11. Role playing 
12. Self-paced modular learning units 
13. Audio-visual instruction 
14. Independent study—no formal instruction 
15. Other (specify):_ 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
19. Of the teaching/learning methods listed in no. 18, rank the 
methods that you think are most useful to the average adult 
learner. Indicate your choices by writing in the appropriate 
number (1-15 in the spaces below. 
First most important method 
Second most important method 
Third most important method 
20. Planners of baccalaureate nursing education programs are aware that 
adult learners differ in their reasons for returning to school. 
Listed below are several possible reasons why adult learners enter 
baccalaureate nursing programs. 
1. To develop professional knowledge and skills 
2. To improve the quality of the student's life 
3. To prepare for graduate education in nursing 
4. To promote job security (e.g., to maintain present position, 
enhance promotion possibilities) 
5. The 1985 Resolution requiring the BSN for entry into nursing 
practice 
6. To increase earning capacity 
7. To obtain a new position 
8. Other (specify)_ 
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Rank the most important 
baccalaureate nursing program by 
(1-8) in the spaces below. 
reasons 
writing 
why you entered a 
the appropriate number 
Most Important reason 
Second most important reason 
Third most important reason 
ESSEOTIAL TO EFFECTIVE PROGRAM PLANNING; 
* m ASKING Y0UR OPINION ABOUT WHAT THE EDUCATIONAL PRACTICES 
^T1 2 3 4 5 6 7 8^ A BACCALAUREATE nursing program with adult learners, given 
BUDGBr' PEES0NNE1 AU^OCftTIONsTWiTiS^ 
policies and the like, you are not asked to respond as if the 
EDUCATIONAL SYSTEM IS IDEAL. - 1HE 
21. Listed. below are a. number of factors that influence the 
establishment of planning priorities in a baccalaureate proqram 
with adult learners. 
1. Financial resources 
2. Availability of nurse faculty and other faculty 
3. Philosophy of nurse faculty 
4. Special needs of adult learners 
5. Faculty resistance to adult learners 
6. Community's need for professional nurses 
7. Criteria of accrediting agency (NLN) 
8. Other (specify):_ 
Rank the THREE factors which should be considered most important to 
this nursing program by writing the appropriate number (1-8) in the 
spaces below. 
Most influential factor _ 
Second most influential factor  
Third most important reason  
22. There are many reasons why adult learners do not complete the 
nursing program. What do you think are the two major reasons adult 
learners' dropout of the nursing program? (Check two.) 
1. Poor academic performance _ 
2. Financial costs (i.e., tuition, books) _ 
3. Family responsibilities (i.e., child care) _ 
4. Conflict with work situation (i.e., working hours) _ 
5. Conflict with college/nursing program policies 
(i.e., class hours) _ 
6. Amount of time required to complete nursing program_ 
7. Tired of school/studying _ 
8. Other (specify):__ 
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about please place an m IN ™e APPROPRIATE RESPONSE(S) TO THE FOLLOWING QUESTIONS. 
23. Sex 
1. Male 2. 
24. Age 
1. Under 23 4. 
2. 23-34 5. 
3. 35-39 6. 
25. What is your ethnic group? 
1. White 4. 
2. Black 
3. Hispanic 
5. 
Female 
40-49 
50-59 _ 
Above 60 
Asian _ 
Other (specify): 
26 Marital status (check one) 
1. Single (never married) 4. Separated 
2. Married 5. Widowed 
3. Divorced 
Number of dependents 
1. None 4. three 
2. One 5. four 
3. two 6. five or more 
28. If you are a RN, what was your basic nursing education? 
1. Associate degree _ 3. Baccalaureate degree 
2. Diploma _ 
29. Do you currently have a bachelor's degree in a major other than 
nursing? If so, indicate the major. 
1. Yes _ 
2. No _ 
3. Degree _ 
30. Are you entering college for the first time? 
1 Yes _ 
2. No 
31. Are you returning to college? 
1. Yes _ 
2. No _ 
32. What is your present year in the nursing program? 
1. Freshman _ 3. Junior _ 
2. Sophomore _ Senior _ 
If you are a RN, how many years of experience have you had in 
registered nursing practice? 
1. One or less years _ 3. 5-10 years _ 
33. 
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2. 2-4 years 
34. What age were you at the ti 
nursing education program? 
1. Under 22 
2. 23-34 
3. 35-39 
4. More than 10 years 
of your current enrollment in this 
4. 40-49 
5. 50-59 _ 
6. Above 60 
35. Do you presently work? 
1. Full time _ 
2. Part time 
3. No 
PLEASE ADD ANY COMMENTS PERTINENT TO ANY OF THE ISSUES RELATED TO 
ADULT LEARNER IN A BACCALAUREATE NURSING PROGRAM. THE 
THANK YOU VERY MUCH FOR YOUR PARTICIPATION. 
APPENDIX E 
Questionnaire Cover Letter 
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April, 1986 
Dear Survey Participant: 
, rTo complete the requirements of my doctoral program in the Center 
ZoTtZT ? Udie,S °f the Universit* of Massachusetts School^of 
Education, I am conducting a survey of nurse faculty's and adult 
learnina °P-n!p0nS ab°Ut the imP°rtance of selected conditions for adult 
survey results can be useful in planning learning 
experiences that are responsive to the needs of adult learners in 
baccalaureate nursing programs. 
Your institution has been randomly selected from the NLN accredited 
baccalaureate nursing programs in the state of Massachusetts and has 
agreed to participate in the survey. Your opinions are important for 
this study and I assure you that your reponses will be held in strictest 
confidence. No institution, faculty or student will be specifically 
identified in. the report of this study. You may withdraw from this 
study at anytime. A summary of the study results will be sent to the 
^Director of your nursing program and made available to you upon request. 
I do hope that you will participate in this study by taking 5-10 
minutes to express your opinions on the attached questionnaire. When 
you have completed the questionnaire, kindly return it to the large 
envelope provided by the person administering the questionnaires or use 
the individual self-addressed envelope provided. 
With awareness of the many demands on your time, I am hopeful that 
you will be able to return the completed questionnaire within one week. 
Your response will be appreciated and also, considered a valuable 
contribution to the improvement of learning conditions for adult 
learners. 
If you have any questions, please call me at 1-413-737-0948 (home) 
or 1-413-737-7000 ext. 398 (American International College) . Thank you 
very much for your participation. 
Sincerely, 
Helen Auton Presz, RN, MN 
Doctoral Candidate 
Center for Curriculum Studies 
School of Education 
University of Massachusetts 
Appendix F 
Frequency Distribution of Raw Scores, Means 
and Standard Deviations for the Seven 
Dimensions for Each Respondent Group 
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E^guenGy Distribution of Raw Scores, Means and 
Standard Deviations for the Dimension of 
Climate for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=79) 
Other 
Students Adult Learners Tbtal 
(N=100) (N=52) 
36.14 40.40 37.98 38.42 
Standard Diviation 4.94 5.67 6.22 5.85 
Note. The scores for the dimension of climate have a potential range of 
11-55. 
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Frequency Distribution of Raw Scores, Means and 
Pl^nnfd D?vlatlons £or the Dimension of 
lanning for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=79) 
m Other 
Students Adult Learners 
(N=99) (N=52) 
Total 
18 
19 
20 2 
22 1 
23 2 
24 1 
25 3 
26 1 
27 4 
28 7 
29 3 
- 30 3 
31 3 
32 8 
33 8 
34 6 
35 11 
36 6 
37 
38 3 
39 1 
40 4 
41 2 
42 
43 
45 
1 1 
2 2 
1 1 4 
1 2 
1 1 4 
4 2 7 
4 - 7 
2 4 7 
3 3 10 
4 3 14 
5 3 12 
9 3 15 
3 6 12 
6 3 17 
9 3 20 
3 1 10 
9 4 24 
9 2 17 
7 4 11 
3 - 6 
5 1 7 
5 1 10 
4 2 8 
1 1 
1 1 
1 1 
Mean 32.09 32.83 31.18 32.21 
Standard Diviation 4.80 5.15 6.01 5.25 
Note. The scores for the dimension of planning have a potential range 
9-45. 
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Frequency Distribution of Raw Scores, Means and 
Standard Deviations for the Dimension of 
Diagnosis of Students' Learning Needs 
for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=79) 
EN Other 
Students Adult Learners Tbtal 
(N=100) (N=52) 
7 
13 
14 
15 
16 1 
17 6 
18 
19 8 
20 6 
21 6 
- 22 4 
23 11 
24 * 10 
25 7 
26 9 
27 4 
28 4 
29 1 
30 2 
1 1 
1 1 
2 2 
1 2 3 
2 1 4 
3 12 
6 1 7 
6 2 16 
5 4 15 
11 8 25 
3 2 9 
9 6 26 
10 3 23 
9 5 21 
9 3 21 
8 6 18 
7 1 12 
4 1 6 
7 - 9 
Mean 23.00 23.67 21.80 23.03 
Standard Diviation 3.32 3.85 4.47 3.88 
Note. The scores for the dimension of Diagnosis of Students' Learning 
Needs have a potential range of 6-30. 
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Frequency Distribution of Raw Scores, Means and 
Fo^nl^Viati°nS f°r the Dimension of Formulation of Goals and Objectives 
for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=79) 
Other 
Students Adult Learners Ibtal 
(N=100) (N=52) 
5 1 
6 
V 1 
8 2 
9 8 
10 10 
11 14 
12 14 
13 16 
14 6 
- 15 7 
2 
2 
7 
16 
17 
18 
11 
27 
2 
1 
1 
1 
4 
4 
12 
7 
7 
3 
10 
3 
1 
2 
5 
14 
21 
42 
38 
41 
20 
44 
Mean 11.70 
Standard Diviations 1.91 
12.78 11.74 12.18 
1.86 2.55 2.11 
Note. The scores for the dimension of Formulation of Goals and 
Objectives have a potential range of 3-15. 
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Frequency Distribution of Raw Scores, Means and 
Standard Deviations for the Dimension of 
Design of Learning Experiences 
for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=79) 
Other 
Students Adult Learners Ttotal 
(N=100) (N=52) 
5 
11 
12 
13 
14 
15 
16 
17 
18 
19 
* 20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
1 
1 
2 
2 
2 
6 
3 
2 
6 
5 
7 
7 
8 
9 
6 
8 
2 
2 
1 1 
2 3 
" - 1 
1 1 2 
2 - 2 
3 3 8 
1 4 7 
3 1 6 
3 6 15 
7 1 11 
5 6 13 
5 5 16 
7 2 14 
10 4 21 
12 5 24 
7 2 17 
9 2 20 
10 4 20 
6 2 16 
2 1 5 
7 9 
Mean 23.19 23.41 21.06 22.82 
Standard Diviation 4.16 4.06 4.29 4.24 
Note. The scores for the dimension of Design of Learning Experiences 
have a potential range of 6-30. 
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requency Distribution of Raw Scores, Means and 
tandard Deviations for the Dimension of 
Learning Activities and Resources 
for Each of the Three Groups 
Raw 
Score 
Nurse 
Faculty 
(N=65) 
RN Other 
Students Adult Learners Total 
(N=94) (N=48) 
29 i 
30 
32 
34 
35 
36 1 
37 
38 
39 2 
40 2 
* 41 2 
42 2 
43 4 
44 6 
45 2 
46 3 
47 5 
48 6 
49 7 
50 2 
51 4 
52 5 
53 4 
54 3 
55 3 
56 1 
“ 1 
1 - 1 
2 2 
1 - 1 
3 - 3 
4 - 5 
1 1 2 
3 1 4 
6 - 8 
4 - 6 
4 4 10 
6 2 10 
6 4 14 
6 2 14 
4 6 
5 8 16 
8 3 16 
8 1 15 
4 1 12 
4 3 9 
4 7 15 
2 2 9 
13 8 
7 1 11 
1 4 
4 5 
an 49.86 45.09 48.28 47.42 
Standard Diviation 7.80 6.57 5.62 7.13 
Note. The scores for the dimension of Learning Activities and Resources 
have a potential range of 14-70. 
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Frequency Distribution of Raw Scores, Means and 
Standard Deviations for the Dimension of 
Evaluation for Each of the Three Groups 
Raw Nurse RN Other Score Faculty Students Adult Learners Total (N=78) (N=100) (N=52) 
3 3 1 1 5 4 10 10 7 27 5 20 28 14 62 6 32 32 15 79 7 9 16 11 36 8 3 7 2 12 
9 1 6 2 9 
Mean 5.60 5.94 5.84 5.80 
Standard Diviation 1.17 1.30 1.31 1.26 
Note. The scores for the dimension of Evaluation have a ootential ranqe 
of 2-10. 
Appendix G 
Cross Tabulations of Group Responses to the 
Level of Importance of Items in the 
Seven Dimensions and Rank of 
Each Item's Importance 
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Appendix H 
Mean Scores by Dimension and Selected Demographic 
Characteristics of Nurse Faculty, Registered 
Nurse Students and Other Adult Learners 
194 
195 
Mean Scores by Dimension and Age for Faculty 
Age_ 
_1 
Dimension 
2 3 4 5 6 7 
23 - 39 35.08 31.77 22.21 11.54 22.65 47.96 5.46 
40 - 49 36.97 32.90 23.23 11.94 23.71 50.32 5.58 
50 - over 36.56 31.00 23.78 11.33 23.06 51.61 5.94 
Total: 36.20 32.05 23.01 11.65 23.19 49.81 5.63 
Mean Scores by Dimension and Age for Registered Nurse Students 
Aqe 1 
Dimension 
2 3 4 5 6 7 
23 - 34 40.11 33.51 23.80 13.06 23.54 45.40 5.89 
35 - 39 41.34 32.31 23.90 12.90 23.14 45.69 6.28 
40 - over 39.91 32.57 23.34 12.40 23.51 44.29 5.71 
Total: 40.40 32.83 23.67 12.78 23.41 45.09 5.94 
Mean Scores by Dimension and Age for Other Adult Learners 
Dimension 
Age 1 2 3 4 5 6 7 
23 - 34 38.23 31.33 21.47 11.73 20.60 48.07 5.97 
35 - 49 37.60 30.95 22.30 11.75 21.75 48.60 5.65 
Total: 37.98 31.18 21.80 11.74 21.06 48.28 5.84 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
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Mean Scores by Dimension and Marital Status for Faculty 
Marital Status 1* 
Dimension 
2 3 4 5 6 7 
Nonmarried 37.68 32.80 23.45 11.90 24.00 50.00 5.74 
Married 35.12 31.79 22.77 11.49 23.28 49.93 5.56 
Total: 36.19 32.22 23.05 11.66 23.28 49.96 5.64 
*p = < .05 
Mean Scores by Dimension and Marital Status for 
Registered Nurse Students 
Marital Status 1 
Dimension 
2 3 4 5 6 7 
Nonmarried 39.41 32.95 23.32 12.90 23.41 44.10 5.98 
Married 41.10 32.74 23.91 12.69 23.41 45.79 5.91 
Total: 40.40 32.83 23.67 12.78 23.41 45.09 5.94 
Mean Scores by Dimension and Marital 
Other Adult Learners 
Status for 
Marital Status 1 
Dimension 
2 3 4 5 6 7 
Nonmarried 37.85 31.48 21.42 11.82 20.48 47.61 5.94 
Married 38.24 30.49 22.53 11.59 22.17 49.59 5.65 
Total: 37.98 31.18 21.80 11.74 21.06 48.28 5.84 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
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Mean Scores by Dimension and Number of Dependents 
for Faculty 
No. of Dependents 1 
Dimension 
2 3 4 5 6 7 
None 37.50 33.32 22.50 11.95 24.36 50.45 5.95 
One - Two 35.45 32.30 22.58 11.64 22.79 49.85 5.52 
Three or More 36.11 30.67 23.39 11.33 22.83 49.33 5.44 
Total: 36.23 32.21 23.05 11.65 23.27 49.90 5.63 
Mean Scores by Dimension and Number of Dependents 
for Registered Nurse Students 
No. of Dependents 1 
Dimension 
2 3 4 5 6 7 
None 39.22 32.42 23.50 12.89 23.50 44.06 6.11 
One - Two 40.32 32.88 23.22 12.78 23.29 46.32 5.83 
Three or More 42.29 33.14 24.52 12.48 23.19 45.19 5.81 
Total: 40.34 32.77 23.60 12.76 23.35 45.24 5.93 
Mean Scores by Dimension and Number of Dependents 
for Other Adult Learners 
No. of Dependents 1 
Dimension 
2 3 4 5 6 7 
None 37.52 30.14 21.43 11.33 20.24 48.95 5.81 
One or More 38.31 31.93 22.07 12.03 21.66 47.79 5.86 
Total: 37.98 31.18 21.80 11.74 21.06 48.28 5.84 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
198 
Mean Scores by Dimension and Highest Degree 
Earned for Faculty 
Hiqhest Deqree 1 
Dimension 
2 3 4 5 6* 7 
Master's 36.10 31.93 22.88 11.52 23.05 48.98 5.60 
Doctorate 
or Hiqher 36.79 32.36 23.64 12.14 23.86 53.64 5.64 
Total: 36.24 32.01 23.03 11.64 23.20 49.89 5.61 
*p = < . 05 --- 
Mean Scores by Dimension and Years of Experience 
in BSN Education for Faculty 
Experience in 
BSN Education 1 
Dimension 
2 3 4 5 6 7 
0-5 Years 34.62 32.33 22.76 11.71 23.43 49.10 5.62 
- 6 - 10 Years 37.17 32.25 23.83 12.00 22.83 48.50 5.25 
10 Years 
or More 36.47 32.10 22.83 11.63 23.60 51.47 5.97 
Total: 36.17 32.21 22.13 11.77 23.31 49.85 5.64 
Mean Scores by Dimension and Years of Experience Teaching 
Adult Learners at Level for Faculty 
Experience Teaching 
Adults 1 
Dimension 
2 3 4 5 6 7 
1 - 5 Years 34.72 32.04 22.60 11.60 22.76 48.40 5.64 
6-10 Years 37.57 32.63 24.03 12.10 23.90 50.50 5.57 
More Than 
10 Years 35.90 31.80 22.45 11.50 23.10 50.70 5.75 
Total: 36.17 32.21 23.13 11.77 23.31 49.85 5.64 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
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Mean Scores by Dimension and Number of Adult 
Learners in Class/Year for Faculty 
Number of Adults 
in Classes/Year 1 
Dimension 
2 3 4 5 6 7 
0-5 35.23 31.09 22.77 11.68 22.77 51.73 5.59 
6-10 36.70 32.96 23.56 11.74 23.41 50.78 5.74 
11 or More 36.40 32.88 23.12 11.92 23.96 47.64 5.60 
Total: 36.16 32.38 23.18 11.78 23.41 50.00 5.65 
Mean Scores by Dimension and Specific Education 
Adult Learning Behavior for Faculty 
in 
Specific Education 
in Adult Learning 
Behavior 1 
Dimension 
2 3 4 5 6 7 
Yes 35.98 32.32 23.32 11.89 23.84 50.32 5.52 
No 36.68 32.25 22.89 11.64 22.36 49.11 5.79 
Total: 36.25 32.29 23.15 11.79 23.26 49.85 5.63 
Mean Scores by Dimension and Basic Nursing Education 
for Registered Nurse Students 
Basic Nursing 
Education 1 
Dimension 
2 3 4 5 6 7 
Associate 
Degree 40.14 33.34 23.18 12.95 23.32 44.82 6.11 
Diploma 40.81 32.57 24.19 12.70 23.54 45.48 5.81 
Total: 40.51 32.92 23.73 12.82 23.44 45.18 5.95 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
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Mean Scores by Dimension and Bachelor's Degree Other Than in Nursing for 
Registered Nurse Students and Other Adult Learners 
. _ Dimension 
Bachelor's Degree Other 
Than in Nursing 1_2* 3 
No 39.84 32.68 23.23 12.60 23.06 
V 
46.40 
/ 
5.94 
Yes 
Total: 
38.90 
39.71 
29.75 
32.28 
22.30 
23.10 
11.65 
12.47 
20.40 
22.69 
44.80 
46.18 
5.70 
5.91 
*p = < .05 
**p = < .01 
Mean Scores by Dimension and First Time Entering College for 
Registered Nurse Students and Other Adult Learners 
First Time 
Enterinq Colleqe 1 
Dimension 
2 3 4 5 6 7 
Yes 39.55 32.33 22.86 12.49 22.71 46.42 5.97 
No 39.73 32.07 23.77 12.20 22.27 45.13 5.63 
Total: 39.59 32.28 23.04 12.43 22.62 46.16 5.91 
Mean Scores by Dimension and 
For Registered Nurse 
1 Year in Program 
Students 
Year in Proqram 1 
Dimension 
2 3 4 5 6 7 
Freshman-Junior 40.94 32.81 23.77 12.74 23.45 44.71 6.16 
Senior 40.11 32.94 23.64 12.81 23.33 45.39 5.88 
Total: 40.38 32.89 23.68 12.79 23.37 45.17 5.97 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
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Mean Scores by Dimension and Year in Program 
Mean Scores by Dimension and Years in Practice 
as a Registered Nurse 
Year in Practice 1 
Dimension 
2 3 4 5 6 7 
1 - 4 Years 3.69 3.67 3.91 4.23 3.97 3.22 2.87 
5-10 Years 3.69 3.69 3.86 4.32 4.04 3.24 3.08 
- More Than 
10 Years 3.70 3.63 3.10 4.23 3.84 3.20 2.99 
Total: 3.69 3.66 3.98 4.26 3.93 3.22 2.99 
Mean Scores by Dimension and Employemnt for Registered Nurse 
Students and Other Adult Learners 
Employment 1* 
Dimension 
2 3* 4** 5* 6 7 
Full Time 38.57 30.38 21.19 11.62 21.62 48.00 5.52 
Part Time 38.76 32.08 23.00 12.14 22.00 46.31 5.88 
Unemployed 
Total: 
41.13 
39.60 
33.28 
32.28 
23.81 
23.04 
13.15 
12.43 
23.87 
22.62 
45.24 
46.16 
6.09 
5.91 
*P = < .05 
**p = < .01 
Note. 1 = Climate 
2 = Planning 
3 = Diagnosis of Learning Needs 
4 = Formulation of Goals and Objectives 
5 = Design of Learning Experiences 
6 = Learning Activities and Resources 
7 = Evaluation 
Bibliography 
A1 Shehri, H. . (1986A987). An exploritory study of selected 
andragogical and pedagogical variables related to teacher 
preferences for approaches to their continued learning (Doctoral 
dissertation, Michigan State University, 1986). Dissertation 
Abstracts International, 47, 1981-A. 
Austin, B. J. (1984). An alternative management experience for RN-BSN 
students. Journal of Nursing Education, 23(5). 
Ayres, Q. W. and Bennett, R. W. (1983). University characteristics and 
student achievement. Journal of Higher Education, 54(5). 
Bailey, P. S. (1982). Assessment of the educational needs of the adult 
RN learner in baccalaureate nursing programs (Doctoral 
dissertation, Columbia University Teachers College, 1982). 
Dissertation Abstracts International, 43, 1433-B. 
Baj, P. (1985). Demographic characteristics of RN and generic 
students: Implications for curriculum. Journal of Nursing 
Education, 24, 230-236. 
Bischof, L. J. (1976). Adult Psychology. 2nd ed. New York: Harper 
and Row, Publishers. 
Brammer, L. (1979). The helping relationship-process and skills (2nd 
ed.). New Jersey: Prentice Hall, Inc. 
Brundage, D. H. (Principal Investigator) and Mackeracher, D. (1980). 
Adult learning principles and their application to program 
planning^ Ontario: Ontario Institute for Studies in Education. 
Bruner, J. The Process of Education, Vantage Books, Random House, Inc., 
1960. 
Cameron, K. (1983). Strategic responses to conditions of decline: 
Higher education and the private sector. Journal of Higher 
Education, 54(4). 
Carmody, C. E. (1982) . Motivational orientations of registered nurse 
baccalaureate students (Doctoral dissertation, Columbia University 
Teachers College, 1982). Dissertation Abstracts International, 43, 
1433-B. 
Charland, W. A., Jr. (1980). Individualized education with adults: 
Some principles and practical advice. Alternative Highe_r 
F/lnrntion: The Journal of Nontraditiona_l_r 5(2). 
202 
203 
COm°fir'™ and H<?>z':r' H- v- (1980). Dk systems approach: A basis 
tor course redesign. Nursing Outlook. November. 
Cremin, L. A. (1976). Public Education. New York: Basic Book 
Publishers. 
Cross, K. (1979). Adult learners: Characteristics, needs, and 
interests. In R. Peterson (Ed.), Lifelong learning in America 
ipp. '5-141). San Francisco: Jossey-Bass Publishers. 
Cross, L. and Bevil, C. (1981). The use of testing to modify curricula 
for RNs. Nursing Outlook. September. 
Cross, P. K. (1981). Adults as learners. San Francisco: Jossey-Bass 
Publishers. 
Cross, P. K., Lynton, E. A., Nowlen, P. N. and Stern, M. R. (1981). 
Current issues in higher education (No. 3). Washington D.C.: 
American Association for Higher Education. 
Curtis, S. (1983). Redefining your priorities while managing stress 
and crisis. In D. Shane, Returning to school: A guide for nurses 
(pp. 148-159). Englewood Cliffs, NJ: Prentice-IIall, Inc. 
Dear, M. R. and Bartol, G. (1984). Independent study as a learning 
experience in baccalaureate nursing programs: Perceptions and 
practices. Journal of Nursing Education, 23/6). 
De Bono, E. (1970). Lateral thinking - creativity step by step. New 
York: Harper and Rowe, Publishers. 
English, C. W. (1985). Sabbaticals spread from campus to business. 
U.S. News and World Report, January 28, 79-80. 
Erikson, E. H. (1950). Childhood and Society. New York: W. W. Norton 
Fox, R. D. (1984). Learning styles and instructional preferences in 
continuing education for health professionals: A validity study of 
the LSI. Adult Education Quarterly, 35(2). 
Garvey, J. (1983). An alternative baccalaureate curriculum plan for 
RNs. Journal of Nursing Education, 22, 216-219. 
Gibb, J. R. (1960). Learning theory in adult education. In M. Knowles 
(Ed.). Handbook of adult education (54-63). Chicago: Adult 
Association of the U.S.A. 
Gould, S. B. Future directions for prior learning programs. In 
R. Moon, Jr. et al. (Eds.). (1980). New directions for 
experiential learning: Developing new adult clientele by 
recognizing prior learning (75-77). San Francisco: Jossey-Bass 
Publishers. 
204 
Grabowski, S. 
adults. 
M. and Associates. (1981). Preparing educators of 
San Francisco: Jossey-Bass Publishers. 
Hale,baccai^^Ud' B* T‘ (1981)* Accommodating RN students in 
baccalaureate nursing programs. Nursing Outlook. September. 
Hall' B. L* & Kidd, J. r. (Eds.). (1978). Adult learning: A de>s 
~r action - a comprehensive international survey. New York- 
Program Press. --L 
Haritos, D. and Anderson, A. (1980). A nontraditional access model to 
nursing education. The Journal of Continuing Education. 11, 
November 5. ---' — 
Harrington, F. H. (1979). The future of adult education. San 
Francisco: Jossey-Bass Publishers. 
Havinghurst, R. J. (1970). Developmental Tasks and Education. 2nd ed. 
New York: David McKay. 
Herman, R. (Ed.). (1982). The design of self-directed learning. A 
handbook for teachers and administrators. Toronto: The Ontario 
Institute for Studies in Education. 
Holleman, J. J. (1981). An analysis of the student population enrolled 
in alternative delivery system courses. (ERIC Document 
Reproduction Service No. ED 217 955). 
Hopkins, F. A. (1982/1985). Curricular and Instructional Implications 
Based on a Study of Learning Styles of Traditional Students and 
Nontraditional Adult Learners (Doctoral Dissertation, Kansas State 
University, 1982). Dissertation Abstracts International. 
Houle, C. (1980) . Continuing Learning in the Professions. San 
Francisco: Jossey Bass Publishers. 
Hyde, W. (1981). Data sources in economic, demographic and educational 
characteristics of adults and implications for lifelong learning 
(Working papers in Education Finance, No. 37). Denver, Colorado: 
Education Commission of the States. 
Ingram, J. B. (1979). Curriculum integration and lifelong education. 
Oxford: Pergamon Press and Hamburg: UNESCO Institute for 
Education. 
Jako, K. L. (Ed.). (1981). Researching second step nursing education. 
'Proceedings of the Second Annual Conference, 2. Rohnert Park, 
California: Sonoma State University. 
Jarvis, P. (1981). The Open University Unit: Andragogy or Pedagogy. 
Teaching at a Distance, 20, 24-29. 
205 
Jarvis, P. and Gibson, S. (1980). 
Nursing Times. November 20. Adult learning and nurse education. 
J°ns°n, R w. (1984). Small colleges cope with the eighties-sharp eye 
Sucatio° ^mStr0n9 hand °" the tiller- Journal of Higher' " ' 
Keeton, M. T. and Associates. (1976). 
Francisco: Jossey-Bass Publishers 
Experential learning. San 
Kerwin, M. (1982). Andragogy in the community college. Community 
College Review. 9(3). -L 
Kidd, J. R. (1973). How adults learn. New York: Association Press. 
Kirkpatrick, C. A. (1983). Characteristics of adult students in higher 
education: Implications for curricula in literature (Doctoral 
dissertation, Carnegie-Mellon University, 1982). Dissertation 
Abstracts International. 43, 3521-A. 
Knowles, M. S. (1984). The adult learner: A neglected species (3rd 
ed.). Houston: Gulf Publishing Company. 
Knowles, M. S. (Ed.). (1984). Andragogy in action: Applying modern 
principles of adult learning. San Francisco: Jossey-Bass 
Publishers. 
Knowles, M. S. (Ed.). (1960). Handbook of adult education in the 
United States. Chicago: Adult Education Association of the U.S.A. 
Knowles, M. S. (1980). The modern practice of adult education. 
Chicago: Follett Publishing Company. 
Knowles, M. (1975). Self-directed learning - a guide for learners and 
teachers. Chicago: Association Press, Follett Publishing Company. 
Knox, A. B. and Associates. (1980). Developing, administering and 
evaluating adult education. San Francisco: Jossey-Bass 
Publishers. 
Knox, A. B. (1977). Adult Develpment and learning. San Francisco: 
Jossey-Bass Publishers. 
Knox, A. B. (Ed.). (1980). New directions for continuing education: 
Teaching adults effectively. San Francisco: Jossey-Bass 
Publishers. 
Kreitlow, B. and Associates. (1983). Examining controversies in adult 
education. San Francisco: Jossey-Bass Publishers. 
Lenz, E. (1982). The art of teaching adults. New York: Holt, 
Rinehart and Winston. 
206 
Lovering, M. L. c. (1985). Some cognitive and affective effects of the 
rpoict-ole5rnin<3 moc?ules in the baccalaureate nursing education of 
registered nurses (Doctoral dissertation. University of 
Massachusetts, 1985). 
LoWe, (1^82).* I!?e education of adults - a world nerseoctive (2nd 
*)*. Pa^ls: United Nations Educational, Scientific and Cultural 
Organization and Toronto: Ontario Institute for Studies in 
Education. 
Luther, D. and Wolfe, M. (1980). Toward a partnership in learning. 
Nursing Outlook. 28, 745-750. 
MacLean, T. B., Knoll, G. H., and Kinney, C. K. (1985). The evolution 
of a baccalaureate program for registered nurses. Journal of 
Nursing Education, 24(2), 1985. -- 
Malin, A. . (1986). Curriculum planning for self-directed learning in 
nursing education (Doctoral dissertation, State University of New 
York at Buffalo, 1986). Dissertation Abstracts International, 47, 
1592-A. ~ 
-McCain, N. (1985). A test of Cohen's Developmental model for 
professional socialization with baccalaureate nursing students. 
Journal of Nursing Education, 24(5), 180-186. 
McGrath, B. J. (1984). Completing the BSN off-campus. Nursing 
Outlook, 32, 261-263. 
Mullen R. E. and Campbell-Thrane, L. (1982). Self-directed exchange of 
credentials. A model for learners, clients and brokers. 
Unpublished manuscript. Ohio State University, Columbus, Ohio. 
National Center for Research in Vocational Education. 
Murdock, J. (1986/1987). Characteristics of registered nurse students 
and their returning-to-school experiences: toward creating more 
responsive educational environments (Doctoral dissertations, 
University of Massachusetts, 1986). Dissertation Abstracts 
International, 47, 2469-A. 
Muzio, L. G. & Ohashi, J. P. (1979). The RN student - unique 
characteristics, unique needs. Nursing Outlook, August. 
Norris, G. (1980). Characteristics of the adult learner and extended 
higher education for registered nurses. Nursing and Health Care, 
September. 
Osterman, D., Christensen, M. and Coffey, B. (1985). The feedback 
lecture. Exchange, Kansas: Center For Faculty Evaluation and 
Development, Kansas State University, January. 
207 
Overby, N. V., McQuigg, R. b., Silvernail, D. 
(1980). A model for lifelong learning. 
Kappa Commission on Lifelong Learning). 
Delta Kappa. 
L. & Coppedge, F. L. 
(A report by the Phi Delta 
Bloomington, Indiana: Phi 
Queen, P. S. (1984). Resocializing the degree-seeking RN: A 
curriculum thread. Journal of Nursing Education. 23, 351-353. 
Roberts, F. B. (1981). A model for parent education. Imaqe: The 
Journal of Nursing Scholarship. 13. 
Rockhill, K. (1983). Mandatory continuing education for professionals: 
Trends and issues. Adult Education. 33(2). 
Rogers, C. R. (1969). Freedom to learn. Columbus, Ohio: Charles 
E. Merrill Publishing Company. 
Rosenblum, S. (1982) . The effects of adult learner participation in 
course planning on achievement and satisfaction (Doctoral 
dissertation, Rutgers University The State University of New 
Jersey, 1982). Dissertation Abstracts International, 43, 631-A. 
-Rosenblum, S. and Darkenwald, G. G. (1983). Effects of adult learner 
participation in course planning on achievement and satisfaction. 
Adult Education Quarterly, 33(3). 
Rossman, M. E. (1977). Awareness of adult characteristics by faculty 
in the Maricopa County Community College District (Doctoral 
Dissertation, University of Massachusetts, 1977). 
Rubin, L. (1968). The Nurture of teacher growth. Unpublished 
manuscript. Center for Coordinated Education, Santa Barbara, 
California. 
Rusin, M. L. (1983). Assessing learning styles of adult learners 
(Doctoral dissertation, State University of New York at Buffalo, 
1983) . Dissertation Abstracts International, 44(5). 
Salem State College. (1981). Adapting baccalaureate curriculum for the 
registered nurse. Salem, MA: Salem State College. 
Schalk, N. (1984/1985). Faculty attitudes toward continuing education 
in four selected Texas higher education institutions (Doctoral 
dissertation, Texas Tech University, 1984). Dissertation Abstracts 
International, 45, 3079-A. 
Schmidt, W. H. Methods in adult education. In M. Knowles (Ed.) , 
(1960) . Handbook of adult education (82-95). Chicago: Adult 
Association of the U.S.A. 
208 
Sewall, T. J (1982, October). A study of factors which precipitate 
ln a„collec^e deqtee program. (EIRC Document 
Reproduction Service No. ED 216 154). 
Seyler, S., Morgan, B., Datillo, J., and Luke, C. (1984). RNs in an 
eXaminat1*- 3SSS& 
^Cuifs!™:’ *Prentice-Hall° ^ A ^ f°C **“«<* 
Shane, D. L. (1983). Returning to School. Englewood Cliffs, NJ: 
Prentice-Hall, Inc. 
Sherman, T. M. (1985). Learning improvement programs: A review of 
controllable influences. Journal of Higher Education, 56(1). 
Simon, S., Howe, L. W. and Kirschenbaum, H. (1972). Values 
clarification - A handbook of practical strategies for teachers and 
students. New York: Hart Publishing Company, Inc. 
Sinclair, R. L. and Ghory, W. J. (1983). Expanding environments for 
learning: The making and breaking of learning boundaries. In 
R. L. Sinclair (Ed.), For every school a community (9-23). The 
Institute for Responsive Education. 
Smullen, B. B. (1982). Second-step education for RNs: A quiet 
revolution. Nursing and Health Care, 3, 369-373. 
Spille, H., Valentine, J., Strange, J., Serling, A. M. and Ward, B. 
(1980) . Assuring high standards, quality control and consistency. 
In R. Moon, Jr. et al. (Eds.), New directions for experiential 
learning: Developing new adult clientele by recognizing prior 
learning (7-12). San Francisco: Jossey-Bass Publishers. 
Srinivasan, L. Perspectives on Nonformal adult learning. (1977). New 
York: World Education. 
Stevens, B. J. (1981) . Program articulation: What it is and what it 
is not. Nursing Outlook, December. 
Sullivan, E., Brye, C., Koch, C., Olson, J., and Shabel, W. R. (1984). 
RN to BSN: A quality alternative program. Journal of Nursing 
Education, 23/4), 156-158. 
Swift, J. (1984/1985). The economics of recognizing prior learning in 
a baccalaureate degree program for adults (Doctoral dissertation, 
The University of Toledo, 1984). Dissertation Abstracts 
International, 45, 3080-A. 
Itough, A. (1979). The adult's learning projects. Toronto: Ontario 
Institute for Studies in Education. 
209 
Jnq6!£a cS-ad-ltS 1?am' 3 StUdy o£ the ma^or reasons for 
* „d c°ntlnujng a learning project, Manoqraph in Adult 
USK; No. 3. Ontario: The Ontario Institute foi Studies in 
Tyler, R. w. 
Chicago: (TTn??rl;«! ~icl Principles of curriculum and instruction. University of Chicago Press. 
Verduin, J. R., 
Illinois: Jr. (1981). Curriculum building for adult learning. Southern Illinois University Press. (Reprint). 
Verduin, J. R., Miller, H. G. and Greer, C. E. 
adults. Austin: Learning Concepts. (1977). Adults teaching 
Vermilye, D. (Ed.). (1974). Lifelong learners - a new clientele for 
higher education. San Francisco:Jossey-Bass Publishers. 
Webster's Seventh New Collegiate Dictionary. (1967). Springfield, Ma.: 
G and C Merriam Company, Publishers. 


